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ABSTRACT

Problem

The problem of this study was to identify and describe the per
ceptions male primary school teachers hold about themselves and their
profession.

Through this, the professional status and potential for

increasing the number of male primary teachers was determined.

Procedure
The research population consisted of the. twenty male primary
teachers in the public school systems of Minneapolis and St. Paul,
Minnesota.

The data for this study was obtained through in-depth

personal interviews which were based on an original questionnaire
designed for the specific purpose of this study.

A summary of

responses given to each question was followed by an interpretative
discussion.

Conclusions
The findings
1.

of this study suggest .he following conclusions:

Although there are relatively few men currently teaching at

the primary level, those who dc are older and quite stable professionally.
2.

The male primary teacher is very content with his career, and

expects to continue teaching at the primary level.
3.

Very few male primary teachers are interested in becoming

school administrators.
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4.

The male primary teacher generally feels his salary is

adequate.
5.

The vast majority of male primary teachers think that increas

ing their number would help the education system, and would be most sup
portive of this change occurring.
6.

One means of increasing the number of male primary teachers

would be for the university teacher-education programs to become more
sensitive to the needs of male undergraduates and encourage more men to '
consider primary-level teaching.
7.

The major problem encountered by male primary teachers is

their sense of loneliness and isolation coining from the absence of
male associates.
8.

Male primary teachers are keenly aware of their uniqueness

in being members of a profession, typically reserved for females.
9.

Male primary teachers receive the greatest extent of approval

from their students, the students’ parents, their peer groups, and from
themselves.
10.

The least amount of approval emanated from female colleagues

of the male primary teachers, and from their school administrators.
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CHAPTER I.

INTRODUCTION

In recent years, much consideration has been given the need for
more male teachers in the elementary school (Grambs, 1965; Vairo, 1969;
Biedenkapp, 1971).

The majority of studies conducted thus far have had

as their subjects males who teach in grades K-6.

There is a marked con

trast in the quantity of research involving primary level male teachers
as differentiated from that involving the intermediate level.

Most of

the research is based upon findings of male teachers at the fourth,
fifth and sixth grade levels.

There is also becoming ?,railable a size

able amount of research concerning male preschool teachers.

While there

is some evidence that the number of males employed at both the interme
diate (grades 4-6) and the preschool (pre-kindergarten) levels has begun
to increase (see Table 3 ), it is not yet clear if the number of males
teaching in the primary grades has increased substantially (NEA Research
Division, 1972).
The intent of this study is to explore the potential for increas
ing the number of male primary teachers.

Although increasing the number

of male primary teachers is central to the issue of this study, it should
be noted that the quality of teachers can never be sacrificed for the
quantity of teachers.
For many educators, it would be preferable to see more male
teachers of young children "who exhibit certain behaviors," rather
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than just more male teachers.
considers important are:

Some of these behaviors which this writer

capacity for expressing emotions; ability to

care; to be nurturant; to be gentle; to notice small details; ability
to be sensitive— ax^are of other's feelings; and the ability to express
tender feelings.

These qualities are in marked contrast to those which

our society typically considers characteristic of "masculinity" (Farrell,
1973).

As Polatnick (1973, p. 58) says, "Boys discover early that nur-

turance is not regarded as a suitable ingredient of masculinity or male
identity.

If they display any fondness for dolls or any 'mothering'

behavior toward young children, they are negatively sanctioned."

This

is to say that these "qualities" would be less highly regarded by men
who have accommodated to the stereotyped image of the "All-American
Male."
A frequent explanation for there being so few male elementary
teachers is because or the low salaries they are paid.

Typically, men

are viewed as their family's "breadwinner," and low salaries meet this
need inadequately.

The major flaw in this explanation is that economic

parity has been achieved in recent years, whereby a kindergarten teacher
earns the same salary a3 a senior high school teacher.

Although the

number of men teaching in public schools (levels K-12) represents 36%
of the teacher population, the number of male primary teachers accounts
for only 2%, or less, of the total population.

Another partial explana

tion for the small number of male teachers who manifest the qualities
identified above is that there are not very many men in our society in
general who exhibit these characteristics.
argument is that:

However, tht essence of the

these few men who do exhibit these qualities usually

receive no direct support or encouragement to seriously consider a
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career working with young children.

For example, it is the author's

experience that in looking at the majority of teacher preparation pro
grams, is it not usually assumed that those few males who occasionally
surface in classes will be teaching the intermediate grades of elemen
tary school (grades 4-6)?
student and instructor.

This assumption is typically held by the
In general, we all get similar cues from our

society; currently, American society is saying that it is O.K.

(that is,

one's masculinity can remain intact) for a male to teach fifth and sixth
grades, especially if he coaches the Little League, or hockey team.
American society is currently trying to decide about the "legitimacy"
of men teaching the third and fourth grades, but the decision has
already been made on all grades below third:
an unqualified "no."

the decision is usually

Thus, the small number of men teaching at the

primary level is in part the result of pressures, both direct and
subtle, involving social stereotyping.
The most effective approach to accomplishing the objective of
increasing the number of certain types of males in primary teaching is
through providing "support systems," especially at the undergraduate
level.

Some college instructors are capable of providing this support

system readily (e.g. "It's not only O.K. for you to consider teaching
at the primary level, but you seem to be particularly talented in work
ing with young children.")

This approach is more feasible than others

because it involves a rather informal network of support and encourage
ment.

It is an individual approach, and is not as likely to meet with

the opposition as are other approaches.

An alternative way of increas

ing the number of male primary teachers would be through offering spe
cial classes which examine cultural stereotypes and hopefully raise
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the level of consciousness among their participants.

If this could not

be achieved, then at least the critical problems of living in a society
which emphasizes double standards for behavior of men and women could
be identified.
present.

Perhaps this approach will become more utilized than at

The opposition to providing this type of course presently

comes from educational administrators who, "would rather we not become
involved in sexist-type issues."

Another approach, which would meet

with even more opposition, is sensitivity and awareness "workshops"—
especially in the context of in-service programs for teachers.

In

this approach, opposition will not only come from school administra
tors, but also from the potential participants— the teachers them
selves.

It is generally known that teachers report less than satis

factory results from participating in these workshops.

In summary, it

would seem that selected faculty members working with teacher-education
students is probably the most realistic approach at this time.

Perhaps

these other approaches will become more feasible in the future because
of current social movements in values modification.
To the extent that sex-role stereotyping gradually begins to
change in our society, the educational reform suggested in this study
will become more significant.

In addition, the objective of increasing

the number of male primary teachers is vitally related to another aspect
of educational change which is valued highly— enhancing and promoting
healthy self-concepts among students.

Some educators believe that

learning represented in the affective domain occurs at the expense of
learning in the cognitive domain.

In this researcher's experience,

school systems seem reluctant to implement programs involving sex-role

stereotyping.

The rationale is that these "adjunct" programs take away

from the basic curriculum— primarily the basic skills, and in partic
ular the reading program.
The desirability of increasing the number of male primary teach
ers is predicated upon the educational theory of "modeling."
to Mischel (1966, p. 57), "r

According

'ling is the tendency for a person to

reproduce the actions, attitudes, and emotional responses exhibited by
real-life or symbolic models."

A child's response to the family, school,

and life in general is largely the product of environmental social
forces.

The outcome of these environmental social forces may be inten

tional, or fortuitous for the child.

Children are capable of detecting

discrepancies between the subject matter and the manner in which it is
taught.

In essence, they know if teachers are "practicing what they

preach," or not.

Through providing an alternative model of teachers

(maleness contrasted to femaleness), children could learn from their
teachers that men can be nurturant, kind, and gentle.

All of this is

to suggest that children not only learn facts from their teachers, they
also learn attitudes about learning and various value systems (Johnston,
1970).

The ultimate goal which increasing the number of male primary

teachers would realize is to enable children to grow, develop, learn,
and live in a less-sexist society.

This writer feels strongly that

more choices should be available within the public school system.
Young children need a greater amount of exposure to men than is cur
rently available.

Recent studies, indicated that nearly half of the

children in inner-city elementary schools came from a father-absent
home (Herzog and Sudia, 1972).

Other studies concerning the white,

middle-class suburban family indicated that even in father-present
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homes, the father averaged only about eight hours per week contact with
his young children (Biller and Meredith, 1974).

Therefore, it

j

increasingly important that all children have access to relationships
with males.

The topic of this study suggests that this lack of male

involvement with young children could be offset to some extent through
increasing the number of male teachers at the primary level.

Purpose of the Study
The purpose of this investigation was to identify and describe
the perceptions male primary school teachers hold about themselves and
their profession.

It was hoped that through this inquiry, a better

understanding of the problems facing male primary teachers would
emerge.

Once these problems were articulated, the goal of increasing

the number of male primary teachers could be addressed more directly
through modification of existing social pressures and standards.

Scope and Design of the Study
A population of twenty male primary teachers was located through
combining the population of elementary teachers in the Minneapolis and
St. Paul, Minnesota public school systems.

Two members of this popula

tion were kindergarten teachers; two taught at the first grade level;
six taught at the second grade level; and six taught at the third grade
level.

The remaining numbers of the population (four) taught in various

grade combinations at the primary level.
This researcher contacted all twenty men in the population and
made arrangements to conduct personal interviews.

An unstructured

interview schedule was constructed from which the data for the present
study was based.

As a result of there being only twenty men to
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than could have been realized with a larger population.

The nature o

M l

interview, this researcher was able to conduct more in-depth interviews

this study was thus exploratory, rather than definitive.

Need for Study
This stud}'’ was undertaken in an attempt to broaden the existing
information base regarding male primary teachers.

Under investigation

were the following factors:
Personal Identity
Job Satisfaction
Recommendations
Problems Created by Others
An exploratory study of this nature was thought necessary in order to
assess the role of social stereotyping on men who continue primary
teaching.

Mode of Presentation and Analysis
The research methodology of this study involves a three part
investigation of particular types of male primary teachers who con
tinue teaching at that level.

Part I presents a description of the

population in terms of demographic variables collected.

Part II

consists of a summary of the reactions and perceptions which emerged
from the individual interviews.

Part III is an interpretative analy

sis of the summary statements from Part II.
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Limitations of the Study
There are two rather obvious limitations to a study of this
nature.
e.ifion

The first concerns the rather small population under investi:i this study.

In the combined populations of elementary school

teachers in the public schools of Minneapolis and St. Paul, Minnesota,
just over 1% of the teachers fit the purpose of this investigation—
male primary teachers, teaching grades K-3.

Although the population

size was very small, the relative lack of men teaching at the primary
level would seem to be a further justification for the need of research
in this professional area.
The second major limitation of the scope of this study was that
no attempt was made (due to the lack of sufficient records) to determine
how many men have quit teaching at the primary level and their reasons
for quitting.
A further limitation of this study was that it dealt only with
the perceptions held by a few men of rather similar backgrounds.

Per

haps some of the findings of the current study would not hold true if
men from different backgrounds were considered.

Organization
The remaining chapters in this investigation were organized in
the following order:

Chapter II consists of a review of the literature

related to various topics which need to be considered in order to better
understand the role of the primary male teacher and his effect upon the
lives of young children.

Chapter III contains a description of the

sample and research design, the instrument used for data collection,
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and the method employed to analyze the data collected.
tains a presentation of the findings of the study.

Chapter IV con

Chapter V presents

a summary of the findings, discussion, conclusions, recommendations
and implications.

CHAPTER II

REVIEW OF RELATED LITERATURE

Introduction

In reviewing the literature related to the topic of male primary
teachers, an attempt has been made to view the nhenomenon of male pri
mary teachers in a cultural and political context.

This researcher

agrees with Lortie (1975) that public schooling in America must be con
sidered a major social, economic, and political institution.
There are various topics that should be reviewed in order to
better understand the role of the male primary teacher and his effect
upon the lives of young children.

For the sake of continuity, specific

areas were considered in the following order:
1.

Historical Perspective of Male Teachers of Young
Children

2.

Current Status of Male Teachers of Young Children

3.

Role of the Male Teacher as a Model

4.

Sex of Teacher and Academic Achievement of
Elementary Students

5.

Institutional Constraints of Schooling on Teachers
and Students

6.

Differential Effects of Male Primary Teachers on
Students
Historical Perspectives of Men as Teachers
of Young Children

Perhaps one of the earliest prototypes of the male teacher of
young children (or at least of you;

male children) was the melamed
10
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in traditional Jewish culture.

Zborowski (1949, p. 94) described the

status of the melamed as follows:
The teacher, the melamed, for the most part is not himself
a learned man and has fallen into his profession because he
failed elsewhere. Ke barely manages to live on the meager pay
ment he receives; he and his family are chronically underfed.
He seldom has any pedagogical ability or any interest in teach
ing, is always gloomy and angry because of his miserable life,
and never misses a chance to vent his spleen by severe punish
ments .
This prototype held fairly true of teachers of young children
up until the early years in the New England colonies.

At this point,

the "Dame School" served as an introduction to school for the young
child.

This school was a combination nursery and primary school con

ducted by a neighbor lady, a "dame," who would instruct children in
her house.

Unfortunately, many of these women could hardly read nor

write, sc instruction in these schools was limited (Eby, 1952).
Although the dame schools continued to operate privately, in
the middle of the seventeenth century, public, or "common" schools,
were legislated into existence.
the "school master."

The teacher of this school was male,

At this point, the male teacher became the

dominant figure in the formal education of the young child, and he
continued to be the main force in teaching down through the eighteenth
century (Brubacher, 1947).
Butts (1955, p. 320) described the status of the "school master"
as follows:
One of the facts which the school master had to recognize
was that teaching in the common school had little prestige
associated with it. Low pay was another reality of the job.
As a result, teaching in the common school was usually com
bined with some other part time duties.
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It would appear from this description

hat the relative status

of males teaching young children had changed little from that experi
enced by the melamed to that of the "school master."
Whittemore (1973) pointed out that it was at nearly the same
time that females began infiltrating

.lassroo- s as pupils; that there

seemed to begin an exodus of men from the teac ling profession.

Early

in the nineteenth century, the school master was replaced by the
"school marm."

This transition was so complete by the end of that

century that one educational historian observed:

"Indeed, nothing

bears more startling witness to the profound transformation which
took place than the fact that during this century usage substituted
the personal pronoun "she" for "he" in referring to the teacher"
(Brubachrr, 1947, p. 531).
May (1971) speculated that there were several causes for this
change.

Perhaps, the most mundane reason was also the most important:

Women teachers would work for less money.

Yet, other reasons were also

put forward for this transformation in the teaching ranks.
One reason suggested was that women understood the young child
better than men.

Certainly, since women, in the mother's role, were

around young children more than men, it would logically follow that
women would know how to teach them better.

In this respect, both

Horace Mann and Henry Barnard, the gre t educational leaders of this
period, proclaimed tiiat women were bet er qualified to teach the
young (Brubacher, 1947).
A more pragmatic reason advam. d, however, was that women could
manage young children better chan they could older, more mature pupils;
men, it was believed, were needed when it came to handling older students.
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An important argument concerned the moral nature of men and
women.

Barnard suggested that women had a stronger moral character

than men (Brubacher, 1947).

As this belief became widely accepted,

women were considered a safer and better influence upon children,
and began to dominate the teaching ranks in the lower grades.
But men did not completely desert the teaching profession.
Instead, they began teaching in the higher grade levels.

As second

ary schools became more numerous, men began to fill teaching posi
tions in them.

They did this despite the fact that teaching at this

level required a longer and a more extensive teacher preparation pro
gram.

But in making this change, they were also gaining definite

benefits.

More prestige and higher pay were associated with teach

ing older students.

This attitude continued well into the twentieth

century.
Thurman (1959) reported that although some educators in the
first half of the twentieth century had expressed concern over the
dearth of male teachers in the public schools, it was not until mid
century that any x-zidespread interest was evinced.

The most signifi

cant contribution to increasing the number of male teachers (accord
ing to Thurman) xjas made by Phi Delta Kappa, formerly a professional
education fraternity for man only.

Through the Commission on Selec

tive Recruitment, in 1946, the fraternity developed a program designed
to make the teaching profession mere attractive to men.

This program

included spot radio announcements designed to increase the status of
teachers in the public eye; the development of a resource unit,
"Understanding Public Education in the United States," to be used in
high schools; the development of a recognition program on the college

u
level for outstanding men who were majoring in education; and the revi
sion of Teaching As a Man's Jch with the development of a sound-slide
series based on the revised edition.

Although the fraternity's inter

est was to encourage men to go into education generally, it especially
emphasized the elementary school field (Thurman, 1959).
Many of the writings were designed to shew that teaching in the
elementary school was a man's job and to refute what Lafferty described
as the Hollywood stereotype of a school teacher:
. . . a character that is neither animal, vegetable, nor
mineral.
Physically, he is a poor speciman; mentally,
he is nearly always in a blue funk, . . . He is sure to
be either unmasculine, imbecilic, neurotic, or disgust
ingly cultural (Lafferty, 1947, p. 7).
As the call for more elementary teachers went out in the mid
fifties through the decade of the sixties, it is critical to the issue
cf the present study to note that the expression of need for more male
elementary teachers clearly meant "more male elementary teachers at the
intermediate grade level."
Thurman (1959) concluded that there existed a consensus of opin
ion that men should be assigned to teach children who are ten years of
age or older.

According to Thurman, F.ston Tubbs (in Thurman, 1959,

p. 49) stated the view of the majority when he said:

"One could hardly

imagine a situation in which a nan would be in his element teaching a
class of kindergartners.

He would immediately become suspect."

This assertion that men should teach older children was also
found in introductory books on education.

Haskew (1956, p. 192), in

describing the different levels that young people might enjoy teaching—
nursery school, kindergarten, primary grades, and intermediate grades-—
commented that more and more men find the intermediate level the "ideal
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teaching spot."

Lester and Alice Crow (1954, p. 193) considered it

desirable for children ten years old or older to be taught by both
men and women.

In calling attention to the opportunities for men in

the elementary school, Grieder and Romine (1955, p. 16) wrote that
with "the exception of the kindergarten and primary grades, men are
increasingly finding a place in the elementary school."

Their quali

fying statement actually meant that men were finding a place only in
the intermediate grades of the elementary school.

Current Status of Male Teachers of Young Children
Clausen (1968) and Bagford (1966) have underscored the depth
of the tradition of female elementary school teachers, now about a
century old, by noting that people reflexively refer to elementary
teachers with the feminine pronoun "she," although the masculine form
"he" is always used when referring to human beings of unspecified sex.
Evidently, women have come to have proprietary rights in the area of
elementary teaching, so much so that the occasional male elementary
teacher, especially if he teaches in the earliest grades, is viewed
as an interloper at best and is often suspected of sexual deviance.
A brief reading of first hand reports written by male teachers
of young children may help illustrate why there are so few men teaching
at the primary grades.

Arnold (1965), for example, noted that the par

ents of his pupils questioned the appropriateness of his being a kinder
garten teacher, and Murgatroyd (1955) recounted his experience of being
rebuffed and regarded "as not quite normal" for wanting to teach first
graders.

Johnston (1970), a kindergarten teacher, claimed that "people

. . . began to wonder about my mental stability, academic ability,
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moral character— or all three."

Triplett (1968), in interviewing sev

eral male kindergarten and first grade teachers, found that they felt
there was a "stigma attached to men working in elementary schools,"
which Nolte (1972) aptly labeled "the Ichabod Crane stigma."

Wilson

et al. (1966), in discussing the general absence of male teachers in
the first grade, suggested that they "are suspected of something people
aren't supposed to talk about in our society— homosexuality."

Burtt

(1965) mentioned that female teachers responded with "humorous skep
ticism" when told that a male teacher xrould join the staff of a day
nursery school.

The present author, whose primary interest is in

early childhood education, has repeatedly had feedback similar to
the above iron male teachers, and experienced some of it himself dur
ing an eight week internship as a nursery school teacher.

It seems

clear that widespread attitudes such as these would act as a deter
rent to male teachers moving toward the early primary grades, unless
they be impervious to social innuendo.
These men had to be impervious to the low salary and pres
tige of the elementary teacher; this was another reason cited for
the small number of men at the primary grades.

As Clausen (1968)

noted, "elementary teaching is a highly respectable, but not a highly
respected, occupation," and this is reflected in the generally low
wages with which society chooses to compensate teachers for their
work.

Several other authors have commented recently on the poor pay,

poor working conditions, and negative image associated with elementary
teaching, and that these are hardly calculated to attract ambitious
and competent professionals, whether they be men or women (Bagford,
1966; Triplett, 1968).

According to statistics compiled by the NEA
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Research Division (1972), secondary teachers made an average of $550
more than elementary teachers during 1970-1971.

During 1971-1972, the

average difference was $595, indicating that the gap was not closing.
This salary difference, coupled with the higher prestige of secondary
teaching, was a primary reason for so few men choosing elementary over
secondary positions.
And, Johnston (1970, p. 144) described his experience as a
male kindergarten teacher:
It might be a good thing— a man kindergarten teacher! Hen
interacting with young children, a good idea!
A good idea . . . but is it widely considered so? In
one major midwestern city, an ordinance prohibits placement
of male teachers in a grade lower than three.
In fact, cer
tain teacher-preparation institutions will not admit a man
to the primary education program. When seeking a job follow
ing graduation, I anticipated some of this type of opposition,
but not nearly to the extent I encountered it. One northern
school system with a progressive reputation simply informed
me, "We consider it a bad publicity risk to hire a male
kindergarten teacher." Most school systems to which I
applied seemed only too willing to pay lip service to the
concept of men teaching young children but stopped short of
making job offers.
It would appear from this examination of the literature that
the status of the male intermediate-level teacher has experienced
gains in recent years.

Yet the status of male primary teachers has

not changed in any appreciable sense.
More recently, several authors have reviewed the phenomenon of
male primary teachers.

May (1971) stated that typically, most men

today have chosen not to teach below the intermediate grade level.
However, in some school districts, there was no choice avail
able.

Restrictions often strictly forbade men from teaching below a

certain grade level, usually the fourth grade (Johnston, 1970).
moral issue was the basis for this ruling.

The
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Whittemore (1973, p. 317) described Che moral issue more fully:
There was a puritan ethic, or just a feeling at work then
that said little children, particularly little girls, should
not he exposed to the male personality unless that personality
belonged to their father.
Today we include the family pedia
trician in the exceptions, but there is still a feeling that
the male personality is or should be too gruff to be good for
the young child.

The Role of the Hale Teacher as a Model
According to Mischel (1966, p. 57), "Modeling is the tendency
for a person to reproduce the actions, attitudes and emotional responses
exhibited by real-life or symbolic models."

Kohlberg (1966, p. 124)

felt that the social learning of the child is by definition mainly
imitation.

In the following section an examination of how researchers

describe, the modeling influence of male primary teachers upon children
is undertaken.
May (1971, p. 23) developed the following rationale for the role
of male teachers of young children as suitable models:
In recent years several factors have caused educators to
view men teachers of young children in a new light. One of
the most important of these factors is the realization that
capable men do have a valuable contribution to make in the
lives of young children, particularly in our rapidly chang
ing society.
The family unit is no longer as strong or as stable as
it once was in American life. The large numbers of children
from unhappy, divorced, and fatherless homes attest to this
fact. The children who come from these homes are surrounded
by a feminine world in which there is no stable masculine
influence.
In the matriarchal structure of black families in the.
slums this situation is particularly true. Even when there
is a father and husband in the family, the women still tend
to be the stable force in it, rather than the man. His small
income and lack of opportunity for advancement contribute to
this outlook.
In families where there is no husband, the con
dition is worse.
For in these families, it is difficult for
boys to identify with a positive male image. At the same time,
the girls in the family as well are limited in their relation
ship with a "father" image.
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All children from broken and fatherless homes have a similar
handicap. Their lives are also directed by a feminine influence
which is unbalanced in most cases by a masculine force.
In addition to children from the slums and from broken homes,
some suburban children also lack a masculine influence in their
lives.
In this case, the proble
ises not from poverty but
from affluence. These children’s; successful fathers are so busy
that they do not have time for their children.
Yet, young children need strong masculine and feminine models
to follow as a guide to acceptable behavior. When these models
are not provided within the family, another institution should
see that good models are available to the children. The logical
institution for doing this is the school, for children are
required to invest much of their time in it. Thus men are
needed in the early grades tc serve as models for young children.
In total agreement with May, Johnston (1970, p. 1

) presented

the following viewpoint concerning the role of the male model:
The idea of "role" plays an important part in the devel
opment of a sense of identity and self-understanding. As
young children develop, they need opportunity to explore
many different roles. Hand in hand with the trying out,
examples must be provided— models, if you will— for each
of these roles a child explores. Equally important are
easily accessible, clearly evident contrasts for each of
the roles. One basic value of having male teachers inter
acting with young children is to provide models for boys
and contrasts for girls. Boys develop and strengthen their
self-concepts through identifying with people who play simi
lar roles and by contrasting themselves with people who play
opposite ones. The importance of having men teachers for
girls to use as a contrast to the roles girls must learn to
play is also evident.— though, unfortunately, often overlooked.
Most parents who visit my kindergarten classroom see the
value of having a man teacher only in relation to the boys in
the class. They fail to recognize that the very structure of
our society and conditions of our culture tend to discourage
or disallow much identification of girls with males. Many
suburban fathers, caught up in commuting, business and other
demands, have little time to share with their sons, not to
mention their daughters. Girls in our society are often
actually conditioned to distrust or even fear males.
So,
the need is clearly there . . . men are important to the
proper development of young children— both boys and girls.
Extending this point further, Siefert (1974, p. 299) added:
Almost unanimously, leaders in the field have concluded
that early childhood education needs more men. Some feel
that having men will facilitate sex-role identification,
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especially for the boys (McCandless, 1967). With a male model
present, both boys and girls will learn the differences between
"manly" and "womanly" behavior more clearly.
In this view,
having a male teacher will accentuate sex roles among young
children. Both others argue the opposite: they say that
including men will help to show children that sex roles are
not necessary (Gross and MacEwan, 1969). The children will
see that even a man can care about them, and in this way a
male teacher will obscure sex roles for his classroom of
children. Either way, paradoxically, it is believed that
the children will benefit.
Vairo (1969, p. 223) held that young children need to have con
tact with both sexes in order to alternate their modes of behavior in
response to the sexes.

He suggested that the male teacher can influ

ence the child's feelings about learning by his own attitude and exam
ple.

The male teacher can help the child view attainment of knowledge

and school success as worthy activities.

The security derived from

the male teacher can well be a basic ingredient of academic learning
for many culturally deprived fatherless first-grade students.

The

male's central importance in the classroom will be a visible sign to
the child of the trustworthy and representative role he will play in
the grown-up world— a world where he will be expected to take his
place like all other children who have had the benefit of male expo
sure and companionship.
Although research on the positive influence of the male teacher
model upon young children is not conclusive, the views of the following
educators are typical of those being expressed currently:
As an administrator (in the Evanston school system) I
actively sought male faculty members. A young child needs
contact with males as well as females. Modern life being
wThat it is, there is a trend toward fatherless homes, be
they broken homes or homes where the father's job makes him
absent too often.
If we want to get a strong male image
across to children, the schools are going to have to pro
vide strong male models in the form of teachers (Osca- Chute,
in Whittemore, 1973, p. 317).

21

Schools should help children grow up— to learn those behav
iors which will help them survive in the adult world.
Schools
can best do this by exposing children to and having them inter
act with as many kinds of people as they will encounter in the
real social world.
In school they should meet the full range
of personalities from the super he-man coach to the gentle,
kind, man teacher, just as they are apt to meet the full range
of female personalities (Calvin Claus, in Whittenore, 1973,
p. 317).
Men and women live together in the world, and they have to
work together.
It is very good for children to be exposed to
this early, and to see men and women interacting as profes
sionals.
A very difficult question for children to answer is,
How do men and women get along? They need lots of exposure to
situations in which men and women are interacting to acquire
understanding (Helen Widen, in Whittemore, 1973, p. 317).
People still believe that the qualities which make a good
elementary school teacher are those which make a good mother.
While those qualities— being loving, being patient— are impor
tant, they do not represent the full spectrum of characteris
tics necessary in a good teacher. What's more, they are not
female-specific traits.
The fact that there are few male teachers in a child's
past perpetuates the image for him that men don't belong in
education.
If a child has no male teachers, it is hard for
him to imagine himself in that role (Douglas Paul, in Whittemore, 1973, p. 317).
In conclusion, young children need models of both sexes in all
educational positions if they are to believe that their life options
are truly open.

Moreover, Sadker (1975, p. 315) stated:

As a result of this sexually imbalanced staffing pattern,
men and women experience limitations in their choice of
careers.
To the individuals concerned, these limitations
may lead to frustration.
To the field of education at large,
this signifies a substantial loss of human talent.

Sex of Teacher and Academic Achievement of Students
Soys have more academic problems in elementary school than
girls.

This is a well-documented fact.

Schaeffer (1969) reported

that sixty-six school problems were ranked in a similar order of
occurrence for boys and for girls.

However, he. found that while
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boys and girls have the same problems, boys have more of them.

It has

commonly been reported that for every four boys who have a problem,
only one girl does.

P.atios higher than 4:1 have also been reported

(Teigland et al., 1966).

Bentzen (1963) indicated that among first-

grade children, the boy-girl ratio for school-related problems was
3:1, and for socio-emotional problems, 11:1.

A report on dropouts in

the New York City schools indicated that 63 per cent of them were boys
(Lavin, 1965).

The same report found that underachievement starts in

sixth grade for girls but as early as first grade for boys.

Peltier

(1968) and Bentzen (1963) both found that about two-thirds of all grade
repeaters are boys.
The problems of boys seem to be prevalent in some academic
areas more than others.

Boys generally do more poorly in areas requir

ing verbal skills than in areas involving mathematical, analytical, and
spatial skills.

Boys are overrepresented in remedial reading programs

(Bentzen, 1963; Gates, 1961).
least 2:1.

There the ratio of boys to girls is at

During preschool and early elementary-school years, girls

surpass boys in most aspects of verbal behavior.

During these years,

boys and girls do not seem to differ in arithmetical computation,
although some studies have shown that boys begin to surpass girls in
arithmetical reasoning.
The fact that there exists too many female teachers in the pri
mary classroom, and that as a result of this "feminized" environment,
boys experience the majority of academic problems, has been discussed
by several writers (Sexton, 1969; McCandless, 1967; Ostrovsky, 1959).
It has been reported that 85 per cent of the teachers in elementaryschool classrooms are females (Biedenkapp and Joering. 1971).

As a
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result, it is believed that the school is set up to make learning easier
and more rewarding for girls than for boys (Schuell, 1948).
Thus, it has been proposed that sex differences in academic prob
lems are due to nurture rather than nature.

Broverman, Klaiber, Koboyashi

and Vogel (1969) held that there is no evidence that sex differences in
physiology lead to sex differences in cognitive ability.

Brewton (1968)

suggested that boys perform more poorly than girls in the elementaryschool classroom, not because of biological differences but because of
learned factors that are sex typed.
Patricia Sexton has written extensively on the harmful effects
of having too many female teachers in elementary-school classrooms.
She has been vocal in her complaints that the elementary schools are
too "womanly."

The content of the schools is too feminine, she laments,

and male virtues are not rewarded.
It is a grim but common error to assume that boys do not
like to read. My impression is that most boys, left alone
with iiiteresting books and magazines, love to read. But they
usually take little pleasure in assigned text reading. Read
ing books, unfortunately, becomes so associated with texts
and the homework girls do so eagerly, that boys are often
ashamed to be seen carrying a book and are even reluctant to
admit they like reading.
Much of what is taught repetitiously in English classes
concerns minor rules of spelling, grammar, usage, punctua
tion, style.
The rules seldom have any inner logic to them.
Instead, they govern only the etiquette and conventions of
written language, the conduct believed proper by English
teachers.
The student must do what is conventional, not
what is sensible or natural.
Such conventions are most dis
tressing to boys.
The biggest language thorn in the side of boys, next to
grammar, seems to be writing. Writing is not like talking—
it must be "studied," it is riot natural or spontaneous.
Handwriting and spelling are perennial problems for boys.
Spelling, because English is not a fully phonetic language;
and handwriting, because boys have trouble controlling their
finer hand muscles and are not as neat as girls (Sexton,
1969, p. 174-175).
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In addition, Sexton (1969) has suggested that boys in school are
the targets of women's resentment of men's privileges,

She reported

that female teachers gave better marks to girls than to boys.

On stan

dardized tests, the boys and the girls did equally well, however.
Arnold (1968) reported that girls received better marks than boys from
male teachers as well as female teachers.

It is believed that female

teachers ask questions that favor girls' ways of thinking and that
girls' verbal facility enables them to make better use of the learning
materials provided (Peltier, 1968; Waetjen, 1962; Waetjen and Grambs,
1963).

St. John (1932) attributed boys' generally lower academic per

formance to a maladjustment between the boys and their teachers.
Teachers fail to adjust themselves and their school procedures to
the interests, attitudes, and habits of boys as well as they do to
the personality traits of girls.
Are boys and girls treated differently by school teachers?

Do

male teachers and female teachers behave in different ways in the
classroom and have different expectations for boys and girls?

Let

us look at some of the evidence from research.
Davidson and Lang (1960), Lippitt and Gold (1959), McNeil (1964),
Meyer and Thompson (1956), Spaulding (1963), and Torrance (1962) all
reported that elementary-school children perceived their teachers to be
more favorable to girls than to boys.

Davidson and Lang, and McNeil

also found that teachers gave girls higher ratings than boys on general
behavior and motivation.

In contrast, Davis and Slobodian (1967)

reached another conclusion.

They found that children in grade one

did not perceive discrimination against boys, and observations did
not indicate that female teachers discriminated against boys in favor
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of girls during reading instruction.

Boys interrupted reading more

often, but the teachers did not treat these, interruptions differently
from those by girls.

Davis and Slobodian also found no significant

differences in reading achievement between boys and girls, a finding
supported by Davidson and Lang (1960).

Even when teachers' interac

tions with boys were found to be both more positive and more negative
than with girls, and the boys were older, girls' reading scores were
still higher (Felsenthal, 1969).
Good and Brophy (1970, 1971), Jackson and Lahaderne (1967), and
Meyer and Thompson (1956) similarly observed that boys and girls
received equal amounts of approval in the classroom as well as equal
amounts of instructional management.
Feshbach (1969) and Levitin and Chananie (1972) found that stu
dent teachers and first- and second-grade teachers had well-defined sex
roles for boys and girls, and that the role their teachers preferred
for pupils was more closely related to that of girls.
Mulawka (1973) also reported that primary-grade teachers' dis
plays of pictorial and written materials showed significantly more
reference to males than tc females in wage-earning occupations and in
leadership roles.

When assigning housekeeping chores to children, the

teachers assigned far more masculine-stereotyped chores to boys than
feminine-stereotyped chores to girls.

In the delegation of play activ

ities, the teachers did not differentiate between boys and girls in the
sex-role orientation of the activity assigned.
Institutional Constraints of Schooling
Sarason (1971) articulated the need for the ecological approach
in understanding the culture of American public schools.

According to
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Sarason, there has been much neglect in using the ecological approach:
The task of defining and describing the "natural" (non
investigator produced) aspects that comprise a complicated
setting, as well as the tasks of determining their popula
tion density and the fluidity of boundaries among these
aspects, are laborious and extremely time-consuming in
their execution.
In addition, it is not an approach or
methodology that lends itself to the quick recognition of
patterns and structure.
In short, it lacks the glamor
that is ordinarily attributed to scientific investigation
(p. 104).
To this end, Patrick C. Lee of Columbia University’s Teacher
College conducted an extensive investigation concerning the institu
tional constraints of schooling using the ecological approach.

Lee

differentiated the influence these constraints have upon male as
opposed to female teachers.

Accordingly, the views held by Lee are

quoted extensively in this section.

It is hoped that through these

lengthy quotations, the reader will have a cogent perspective from
which to understand the institutional constraints of schooling.
According to Lee (1973a, pp. 94-95), it is possible to identify
some specific interactions which occur within the school system as a
whole:
1.

The school as an institution clearly places constraints on

the behavior of teachers.

It seems to shape the behavior of female

teachers such that they promote only female stereotyped behaviors in
students.

There is too little evidence on male, teachers to draw any

general conclusion as to how the adult male sex role interacts with
the institutional condition.
2.

School constraints may be less operative at the loxjer than

at the upper elementary grades,

The evidence, although slight, sug

gests that male teachers behave differently from female teachers at
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the lower grades, but that, with increased institutional structure, male
and female teacher behavior converges at the upper elementary grades*
3.

School constraints seem to elicit differential affiliative

behavior from children.

Boys are more negative than girls in their

response to schools, while girls are more cooperative.
4.

Teacher sex-role seems to place constraints on the imitative

behavior of children.

Children seem to imitate only teachers of the

same sex.
5.

The first order teacher response to children is probably

determined by professional role.
of sex, are treated the same.

That is, all children, irrespective

The child's response to the teacher's

treatment aopears to differentiate along sex-role lines.

This elicits

the second order teacher response, which is probably determined by sex
role.

That is, female teachers disapprove of male-typed behaviors and

approve of female-typed behaviors.

Male teachers are more tolerant of

male-typed behaviors, but there is no basis as yet for determining how
they respond to female-typed behaviors.
6.

Child sex role appears to place constraints on the consist

ency of teacher behavior.

Female teachers both approve of and like

dependent girls, while they merely approve of dependent boys, without
necessarily liking them.
7.

Child sex role appears to place constraints in the reinforc

ing behavior of schools.

Schools motivate boys through punishment and

negative incentives, but girls are motivated with positive incentives.
This analysis indicates several specific interactions within the
constraint system of public schools.

Although the sex of teacher does

not operate as an isolated factor, its consequences can be inferred from
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viewing the constraint system in its whole context.

The only consequence

which seems to be directly traceable to sex of teacher is the imitative
behavior of children, and even this connection is not grounded in exten
sive evidence.

The importance of this consequence, however, should not

be underestimated.

Most teachers try to model appropriate classroom

behavior for their students.

If an easily identifiable group of children

(e.g. boys) more or less refuses to be modeled, then the teacher is likely
to respond with frustration and punitive input.

Even in this instance,

however, the effect is a consequence of the interaction of teacher and
child sex-role identities.

Moreover, the interaction of these two fac

tors is sustained and supported by the institutional constraint system.
Clearly, it is difficult to pursue the implications of any of these con
nections without invoking context as an explanatory construct.
With the intent of placing the sex of the teachers in context,
Lee (1973a,pp. 95-97) speculated the following:
The teacher is the primary (almost the exclusive) human
mediator of schooling to children. What kind of person the
teacher is has extraordinary significance for how students
will comprehend the experience of schooling.
Since the expe
rience is, in some important respec.tr, oppressive, the teacher
has the responsibility of getting children to accept their
oppression. Her (his) success in achieving this implicit
objective has important short- and long-term dangers for boys
and girls respectively. The short-term danger is that the
teacher will not be successful, which makes for feelings of
ongoing dissatisfaction with school. The long-term danger is
that the teacher will be too successful, which encourages chil
dren to accept the patient perspective as their proper lot in
school and, perhaps, as the proper way to learn.
The fact that the overwhelming majority of elementary
teachers are women exposes boys primarily to the first danger
and girls primarily to the second. The danger for girls is
that the female teacher may be too successful in socializing
them to the folkways of school. The female teacher is not in
conflict between the kind of girl she approves of and the kind
of girl she likes. Moreover, unlike the boy, the young girl
comes to view the female teacher as an appropriate model for
imitation. The girl is generally inclined to internalize
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teacher-generated values and standards of behavior, that is,
docility, passivity, and submissiveness. Furthermore, the
other growth institutions in our society, specifically the
family, do not offer the girl any other recourse.
She is
in effect, locked into her sex role, and socialized to habit
ual modes of behaving which are essentially incompatible with
the kind of autonomy, independence, and assertiveness asso
ciated with competent and effective adult functioning. Wit
ness Horner's finding that college women are significantly
more fearful of success than their male peers and that their
timidity is more, interfering under conditions of mixed sex
competition.
Horner (1971) speculates that women have an
"expectancy that they can be unsexed by success." None of
this is to say that the school and teacher are primarily
responsible for this outcome, only that they collaborate
with the total socialization effort.
The bov, on the other hand, enjoys some immunity to the
teacher's influence. While she approves of the dependent
male student, she does not necessarily like him as a boy,
nor does she see him as typical of boys. Thus the female
teacher is in conflict vis-a-vis boys and cannot socialize
them to dependence as wholeheartedly as she does girls.
Moreover, boys are realistic in perceiving the-, female
teacher as an "inappropriate" sex-rcle model.
Her inappro
priateness in this respect may undermine her modeling value
in general, thereby permitting most boys to either partially
or entirely reject her socializing input.
Clearly, they
avoid imitating her in spite of her best efforts at model
ing and reinforcing behaviors.
The boy, of course, does not
reject the teacher or the institution with impunity; he
receives the bulk of institutionally generated punishment
and of teacher-generated disapproval. The experience of
schooling for boys is typically more stressful and conflictridden than it is for girls. This is the short-term danger
of ongoing dissatisfaction with schooling. As the years go
by, this negative experience with society's official instru
ment of learning could have a corrosive effect on the boy's
evaluation of himself as a learner, and probably does have
precisely this effect on some boys.
Most boys, however, do not devalue themselves as learners
and this is probably due to two factors. First, the other
growth institutions in our society promote assertiveness,
activity, initiative, and a drive toward mastery in boys,
that is, behaviors which are strongly associated with effec
tive learning.
Second, boys often make accommodations with
schools, that is, they develop a tolerance for punishment (it
can be a badge of masculinity), they .learn in spite of the
institution, and ultimately they exploit official institutions
of learning for certification purposes (high school diploma,
college degree).
In summary, the unintended consequence of female teachers
in the context of the school as an institution differs accord
ing to the sex of child. The danger for girls is that the
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female teacher may be. too successful in mediating between them
and schools.
The danger for boys is that she may not mediate
well enough.
The consequence is that girls more often become
"schooled" and boys experience ongoing, demonstrable stress.
In concluding, Lee (1973a,p. 87) summarized the effects of
institutional constraints in the school as follows:
There is a modest amount of evidence indicating that teach
ers of different sex behave differently in the classroom,
despite the homogenizing effect of institutional constraints.
There is also some evidence that sex of teacher serves as a
constraint upon the imitative behavior of children.
Of the few studies done on differences between male and
female elementary teachers, most have focused on outcome vari
ables, for example, school grades (Arnold, 1968) and achieve
ment test scores (McFarland, 1969) and have not generally found
significant differences.
It may be that the institutional
effect washes out such outcome differences or that they are
essentially irrelevant to sex of teacher. Outcome studies,
moreover, make little sense from a research strategy point of
view.
In an under-researched area, such as the present one,
first priority should be placed on the identification of
process differences between male and female teachers, and
these latter should be suggestive of outcomes which are worth
investigating.

Differential Effects of Male Primary Teachers
Upon Students
There are a limited number of empirical studies of the differ
ential effects of treatment by male teachers and female teachers.

The

lack of research on this topic is due, in part, to the lack of male
teachers in the primary grades.

The number of male teachers at third

grade and below represented less than 2 per cent of all teachers in
1972 (NBA, 1972).

Moreover, the research that has been done has not

been of outstanding quality.

McFarland (1969), for example, assigned

first grade children to one of two classes:

the first combined a super

vising female teacher with 26 male college juniors who were sequentially
scheduled over the school year; and the second had a female supervisor
and a female teacher.

He found that the female teacher group performed
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significantly better on arithmetic than the male teacher group, and that
both groups made approximately the same gains on tests of reading, per
sonality and sex role identification.

The flaw in this study was that

the only constant and experienced adult in the "male teacher" group was
the female supervising teacher.

The "male teachers" were part-time,

transient, and inexperienced apprentices who probably played a second
ary role in their own "male teacher" group.
In another study, Kyselka (1966) placed four male high school
seniors in a nursery school classroom for 45 minutes per day for 15
weeks.

As might be expected, these adolescents reported that they

were primarily concerned about discipline, respect and their own ade
quacy, and confused as to their role in the classroom.

If anything,

Kyselka's sample of "male teachers" was even less equipped than
McFarland's sample to handle a job which they barely understood.
These high school seniors were not representative of the kind of
competent, professional male teachers one xrould hope to find in our
classrooms.
Triplett (1968) reported a study on kindergarten and first
grade students who were assigned to either all-male sections taught
by male teachers or coeducational sections taught by female teachers.
He found that while boys in both groups had the same school achieve
ment, boys in the all male group scored higher on tests of self-esteem
and attitudes toward teachers and school.

The problem with this study

is that the sex of the teachers was confounded with sex-grouping pro
cedures.

One does not know if the male teacher or the male peers, or

the combination of both, enhanced the attitudinal growth of the boys
in the all-male group.

«s
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Unfortunately, all three studies suffer from serious methodologi
cal flaws and shed very little light on the differences between male and
female teachers.

Moreover, the focus in two of the three studies was on

outcome rather than process.

However, they do represent earlier

attempts to differentiate the effects male teachers had upon young
children.
In a more recent study, Lee and Wolinsky (1973b) attempted to
discover whether male teachers differed from female teachers in several
respects.

They conducted their observations in 18 classrooms, of which

six had two female teachers, six had a male and female teacher and six
were taught by throe teams, each consisting of a male and a female head
teacher.

The 18 classes ranged from preschool through second grade.

Children involved in the study were selected from a random sample of
three boys and three girls from each of the 12 classrooms which had
both a male and a female teacher.
In summary, their data indicated that female teachers were more
judgmental than male teachers.

Female teachers evaluated boys more

than girls, and disapproved of boys more than girls.

In addition, they

found that female teachers were more biased against boys in their eval
uations.

Male teachers,

wever, were unbiased in their evaluation of

boys, and rather non-evaluativ<_ toward girls.
There was also a strong tendency for teachers to favor children
of the same sex in leadership assignment:, and for male teachers to
relate to male-typed activities, while female
neutral activities.

'■achers focused on

The boys’ perceptions corresponded with these

findings in that they strongly perceived themselves as affiliated
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with the male teacher; the girls' perceptions, however, cut across sexrole lines, in that th\

expressed more or less ^qual affiliation with

male and female teachers.
From these studies one can tentatively conclude that male
teachers influence classroom conditions such that they are more con
genial to young boys.

Moreover, this does not seem to be done at

serious cost to the welfare of young girls.

Nevertheless, the results

of these studies are tentative.
Lee (1973a, pp. 96-97) summarized the differential effect of
male teachers as follows:
The next question is: What effect would male teachers
have upon the welfare of children in schools? Since they
are faced with the same involuntary clientele and work
within the same institutional constraints as female teach
ers, why should one expect them to make any difference?
There seem to be three answers to this question.
First,
the available evidence suggests that, while male teachers
may make little difference at the upper grades, they do
seem to behave in demonstrably different ways from female
teachers at the lower grades.
One might expect that they
would reduce the institutional stress for boys and, through
their tolerance of more masculine activities, provide a
more varied environment for girls.
Second, male teachers apparently have modeling value
for young boys. This might enable them to mediate between
the institution and boys more effectively than female teach
ers do, again reducing the stress for boys.
It is possible
they may also be models for cross-sex typing on the part of
young girls, although there is no direct evidence to support
this.
A third consideration, closely related to the previous
one, has to do with the larger issue of the father's limited
availability in both the impoverished and middle-class strata
of our society. Reviews of the literature in this area indi
cate that absence or unavailability of fathers is associated
with deficits in intellectual and emotional development of
both boys and girls. The availability of father surrogates
seems to reduce some of these deficits (Santrock, 1970), and
it is not beyond credibility that stable and competent male
teachers could play the role of substitute father for chil
dren who require this kind of input in their lives.
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What is needed is a research program designed specifically
to study the numerous interactions among sex of teacher, grade
level, degree of institutional structure, and sux of student.
One might want to consider some other variables as well, for
example, degree of father availability and teacher experience.
The focus of such research should be on process effects, that
is, on what actually happens given various combinations. The
objective of such research would be to discover and comprehend
regularities in context.
It would not be to conform or disconfirm the a priori guesses of outcome oriented investigators.
Until such evidence is available, there is no firm basis
for projections what effect male teachers would have in the
context of the school-. However, for those whose practical
concerns require a more immediate recommendation on this mat
ter, sex of teacher appears to be an important factor in
classroom life, but it would be a serious mistake to expect
either male or female teachers to accomplish what can be done
only through substantive change in the institutional constraint
system.

Summary
Three typical advantages are usually cited for increasing the
number of male primary teach'.rs.

The first advantage is that a man

provides a model to be recognized and differentiated from that pro
vided by a mother and female teachers.

A second advantage of having

more male teachers is that the types of intellectual activities and
academic interests exhibited and encouraged by men would benefit the
learning process of girls as well as boys.

A third advantage is that

male teachers are expected to provide a different nurture from female
teachers, one more suitable for stimulating the general academic
achievement of boys, and perhaps that of girls in certain academicareas .
Other educators tend to agree more with Seifert (.1974, p. 300)
when he stated that, "The male's more important contribution would
consist not of 'acting like a man' for the children, but of disprov
ing the idea that men need to act in some special 'manly' way."
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In this writer's opinion, El'lenburg (1975, p. 333) came the
closest to encapsulating current sentiment concerning the need for
more male teachers:
While several researchers are calling for more research
to "change the prejudicial negative image" of the male ele
mentary teacher, it is clear that there is only one kind of
research which will be effective.
That is research on ways
to change cultural values which automatically equate feminine
with inferior, and female occupations with low status.
It is
tragic, but hardly surprising, that the sexist value system
perpetuated by the dominant group in our society has back
fired to the detriment of men as well as xromen, and especially
to the detriment of children. The real need in the elementary
school is for a better mix of strong, well-integrated human
beings, female and male, young and old, at all levels, from
teacher to administrator.

CHAPTER III

DESIGN OF THE STUDY

Introduction

This descriptive research study grew

oul

of a belief that there

is a need in American public schools for more male teachers involved
with young children at the primary level.

A perusal of the literature

did not uncover a great amount of information regarding this subset of
the elementary teacher population.

Thus, there is a paucity both in

the population described in this study and in the amount of research
which has focused on the population.
The procedure of the present research is explained in this
chapter.

A discussion of the following topics is included:

Method

ology establishing criteria for obtaining and selecting the population
and for gathering the data; the interview instrument constructed; and
the treatment of the data.

Planning the Study
This study concerns itself with the perceptions male primary
teachers hold about themselves and their careers, and amplications
for increasing the number of male primary teachers, was initiated at
the University of North Dakota during the fall semester of 1976.

A

search of related literature was made concerning the influence male
teachers have upon young children.

The following sources were
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reviewed:

Reader's Guide to Periodical Literature, Education Index,

Dissertation Abstracts, Current Journals in Education, ERIC, and the
University of North Dakota Card Catalog.

Methodology

Criteria for Selecting
the Populations
The research population of this investigation consisted of male
primary teachers, teaching full-time exclusively at the grade levels
kindergarten, through third grade.

A total population of twenty male

primary teachers was located through combining the population of ele
mentary teachers in the Minneapolis and St. Paul, Minnesota public
school systems.

Identification of these male primary teachers was

determined through this researcher’s consultation of a computer print
out listing teachers and grades taught based upon the academic year
1975-76.

This print-out was made available through the Minnesota

State Office for Teacher Certification.

The information received

from this listing was the most current information available at the
time of the data collection.

Males who taught any one of the pri

mary grades, or who taught any grade-combination at this level, were
accepted as members of the research population.

Of the twenty males

selected through this criterion, two members taught at the kinder
garten level; two taught at the first grade level, six taught at the
second grade level; and six taught at the third grade level.

The

remaining members of the population (four) taught in various combin
ations at the primary level.

Nineteen out of the twenty participants

were white, the other member was Black.
dominantly middle-class schools.

Most teachers taught in pre
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Gathering the Data
After the research population was identified, telephone contacts
were made with each member in which this researcher introduced himself.
The purpose of this investigation was described briefly and permission
was asked to conduct personal interviexjs at the convenience of the par
ticipant.

Since neither the students nor administrators were direct

objects of concern in this study, the interviews had to be of a volun
tary nature, and had to be conducted, on the participants' own time—
either after school, or at the respondents' home in the evenings or
weekends.
viewed.

All twenty members of the population consented to be. inter
The interview format consisted of an open-ended questionnaire.

The interviews ran in length from one hour to two hours.

Instrument
As the arrangements were being made to conduct the personal
interviews, it was necessary to construct an open-ended questionnaire
which would lend itself specifically to the subject of the current
study.

By the definition of the population under investigation—

male primary teachers— a homogeneous stratum existed.
Since the objective of this study was to investigate Lue per
ceptions. male primary teachers hold about themselves and their profes
sion, it seemed that depth interviews would elicit the most fruitful
responses.

"In conducting depth, or intensive interviews, the

researcher seeks to explore the. content of a person's mind, and taps
information about an individual's conscious motivation" (Backstrom
and Itursh, 1963, p. 9).
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A discussion concerning the methodology of constructing the
interview questionnaire is divided into four parts:

(1) kinds of

questions, (2) form of questions, (3) content of questions, and (4)
sequence of questions.

Kinds of Questions
The model questionnaire treated four basic tyoes of questions,
each intricately related to the other; questions of:
and attitude, information, and self-perception.

fact, opinion

The questions of fact

ask the respondent to provide information about himself and his per
sonal characteristics.

These demographic questions enabled the

researcher to view the respondent in terms of age, education, longe
vity of his teaching career, marital status, number of children, and
potential income (i.e., whether or not the wife was employed).
The second type of question dealt with opinions and attitudes.
These questions were the crux of the questionnaire, for they dealt
with the feelings, beliefs, ideals, misconceptions, and presupposi
tions of the respondents relating to the areas of inquiry.

These

"opinion and attitude" questions enabled the researcher to identify
various problems facing male primary teachers.

Moreover, they per

mitted him to determine whether or not the respondents thought:
increasing the number of male primary teachers would help the edu
cation system; and further to gauge the respondents' level of aware
ness concerning the uniqueness of being a male primary ceacher.
A third type of question regarded the respondent's amount of
information.

These questions xrere used to determine what people know,

how much they know, and how they came to know.

With these questions,
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the researcher determined how the respondents became involved in teach
ing young children; what in their background contributed to their con
sideration of teaching as a career; why they thought so few men are
primary teachers; why other men quit teaching at the primary level;
and of their future plans whether or not to continue primary teaching.
The fourth type of question concerned the respondent's self
perception.

In these questions, the individual is asked to evaluate

something about his own behavior in relation to others.

These self-

reported "facts" about himself and others are, of course, derived from
his consciousness and attitudes.

Using these questions enabled this

researcher to determine the extent of approval or disapproval experi
enced by the male primary teachers in terms of the students they
taught; the parents of their students; female colleagues at their
schools; their out-of-school male peer groups and the school admin
istration.

In addition, an attempt was made to determine how these

men felt about themselves as primary school teachers.

Form of Questions
There are two basic forms of questions from which the inter
view questionnaire is constructed:

unstructured (i.e., open-ended,

or free response), and structured (i.e., fixed response alternatives).
With minor modifications (see questions numbered 7 and 8, Appendix A),
the researcher elected to use the unstructured form of questions.

It

is generally held that this form works best in dealing with problems
about which people are willing and able to discuss their feelings.
The form is found to be particularly useful (1) where the researcher
anticipates a great range of responses, (2) where he is interested in

what the respondent will volunteer on a subject before specific prompt
ing, and (3) where he wants to go deeper into respondents' perceptions
(Backstrom and Hursh, 1963, p, 73).
The unwieldiness of recording responses to the unstructured
Questions was largely resolved by tape-recording each interview ses
sion and transcribing the responses afterwards.

An attempt was also

made to cluster the questions on the basis of a logical relationship.

Content of Questions
A primary goal of the interview format is to build and maintain
a certain amount of rapport with respondents so that emotionally charged
issues— in the case of the present study, the role of societal stereo
typing— can be broached without defensiveness.

For this rapport to be

achieved, much attention must be given to the proper wording of the
questions.

Among the problems of question wording are:

misperception and loading.

ambiguity,

In order to lessen the wording problems

in the questionnaire, each of the members of the researcher's doctoral
committee revised the wording of the questions three times before a
final questionnaire received approval.

Sequence of Questions
The order in which questions are asked may determine whether
the interview is successfully completed, and further whether responses
to questions are adversely affected by earlier questions.

The model

questionnaire described by Backstrom and Hursh (1963) is designed in
four parts:

the introduction, warm-up questions, the body of the

study, and demographic questions.
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In the case of the present study, the introduction to the ques
tionnaire occurred in the initial telephone contacts with the respon
dents.

The author introduced himself and described the purpose of the

study in a neutral and broad nature.

This introduction was reiterated

at the time of the actual interview, along with a minuta or so of
social amenities.

The actual interview then began with a series of

warm-up questions (Number 1-9, see Appendix A).

These questions were

graduated in terms of their need for personal involvement.

The body of

the study (Questions numbered 10-20) addressed the respondent's per
ceived sentiments concerning approval or disapproval from others within
his socio-cultural milieu.

This part was the crux of the questionnaire.

The final part of the questionnaire elicited specific demographic infor
mation.

This demographic information was extracted from questions num

bered 2.1-24, in addition to the first four warm-up questions at the
beginning of the interview.
Treatment of Data
The information received from the personal interviews was then
analyzed in four sections.

Section I described the population in terms

of the demographic information collected.

A composite picture of the

typical male primary teacher was described on the basis of the demo
graphic variables.

Section II presented a summarization of the reactions

and perceptions held by the respondents according to information-based
questions.

Section III presented a summarization of the opinion and

attitude-type questions.

Section IV contained a summarization of the

respondent's perceptions of themselves in relation to others.

The appro

priate questions from each section were presented in sequence.

In addi

tion, each summarization was followed by an interpretative discussion.

CHAPTER IV

ANALYSIS OF DATA

Introduction

The purpose of this study, as stated in Chapter I, was to iden
tify and describe the perceptions male primary school teachers hold about
themselves and their profession.

Particular attention was given to the

perceived relationships (i.e., extent of approval or disapproval) these
teachers have with others.

Under investigation were the following

factors-;
Personal Identity
Job Satisfaction
Recommendations
Problems Created by Others
The data analyzed in this chapter was derived from the interview
questionnaire described in Chapter III.

The information received from

the personal interviews has been described in four sections.

Section I

describes the population in terms of the demographic information col
lected.

This demographic information accounts for the personal identity

factor under investigation.

On the basis of these demographic variables,

a composite picture of the male primary teacher is described.
tion II, the information-type questions are summarized.
summarizes the opinion and attitude-type questions.
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In Sec

Section III

Section IV

summarizes the respondents' perception of themselves in relation to
others.

In Sections II, III, and IV, the appropriate questions from

the interview questionnaire are presented in chronological order.

In

each question, a summary of the respondents’ statements is given.
Those statements preceded by an asterisk indicate high frequency
responses (i.e., occurred in at least half of the interviews).

In

addition, each statement summarization is followed by an interpreta
tive discussion.

Section I
Demographic-based Data
In this section, the autobiographical information collected from
the personal interviews is presented.

This information accounts for the

"personal identity" factor under investigation in the present study.
What are some of the characteristics of the male primary teacher popu
lation interviewed for the purpose of this study?

Personal Data
The average age of the men who participated in this study was
36.A years, with a range from twenty-three to fifty-seven years.

But,

slightly over one-half, 55 per cent, were betx^een the ages of thirty
and thirty-eight years.

This is comparable to the data contained in

the National Education Association's most recent report of the status
of the American public-school teacher.

The NEA reported that the aver

age age of male teachers, including those in secondary schools, was
36.0 years (NEA Research Division, 197A).
The married men greatly outnumbered the single men in the
present study.

Fifteen men or 75 per cent of those interviewed, were
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married.

Three men, or 15 per cent, were single; and two men, or 10 per

cent, were divorced.
Of those who were married, the length of the marriage ranged from
three to thirty-three years.
years.

The average length of marriage was 9.5

Also, wives were reported to hold full or part-time jobs out of

the home in 11 out of the 15 marriages.

This represents 73.3 of the

cases involved.
The two men who were divorced each had one child.
single men had no children, as did two married respondents,
out of the twenty respondents had children.
children reported was 2.1.

The three
fifteen

The average number of

The number of children of those married,

or divorced, ranged from zero to seven.

Teaching Experience
Of the twenty male primary teachers interviewed, two taught at
the kindergarten level; two taught at the first grade level; six taught
at the second grade level; and six taught at the third grade level.
The remaining four members of the population taught in various grade
combinations at the primary level.

Nineteen out of the twenty partici

pants were white, the other member was Black.

Most of these teachers

taught in predominantly middle-class schools.

The average number of

years in teaching was 11.8.
two to twenty-nine years.

The range of years in teaching was from
The average number of years in teaching at

the primary level (grades K-3) was 5.3.

The range of years in teach

ing at this level was from two to twenty-two.

These figures would

indicate, and it was observed to hold true, that most of these
teachers had previously taught at the intermediate level (grades 4-6).
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Composite Description
From the demographic data presented in Table 1, it is possible,
to describe the average male primary teacher who participated in the

TABLE 1
PERSONAL DATA AND TEACHING EXPERIENCE OF MALE PRIMARY TEACHERS
(T = 20)
Variable

Range

Category

Frequency

Percentage

Age

23-57

23-29
30-40
40-57

3
11
6

15
55
30

Married
Single
Divorced

15
3
2

75
15
10

Wife Employed
(T - 15)

Yes
No

11
4

73.3
26.7

Number of
Children
(T = 17)

Zero
1-2
3 or more

2
13
2

11.8
76.4
11.8

Marital
Status

Number of
Years in
Teaching

2-29

1-10
11-20
21-30

12
4
4

60
20
20

Number of Years
Teaching at the
Primary Level

2-22

2-3
9-16
17-23

17
2
1

85
10
5

Primary Grade
Level Presently
Teaching

K-6

2
2
6
6
4

10
10
30
30
20

present study.

K
1
2
3
Combination
1 and 2, or
2 and 3

It is likely that he was x^hite, married, had two chil

dren, and was in his mid-thirties.
of the home.

His wife probably held a job out

He had been teaching for about eleven years, out of

which the last five were at the primary level; and held a master's
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degree in education.

He was most typically involved in teaching chil

dren in the second or third grades.

Based upon averaging the 1976-77

salary schedules of Minneapolis and St. Paul, Minnesota, the typical
teacher who had taught for eleven years and held a master's degree
earned $16,700.

Section II
Information-based Data
In the following section, the questions regarding the respon
dent's amount of information is described and interpreted.
questions, the researcher determined:

With these

what in their background con

tributed to their consideration of teaching as a career (Question 5a);
how the respondents became involved in teaching young children (Ques
tion 5b); the extent of their participation in in-service training
programs (Question 6), why they thought so few men were primary
teachers (Question 17); why other men quit teaching at the primary
level (Question 18); and their future plans whether or not to con
tinue primary teaching (Question 19).

At the root of these series

of questions is the "job satisfaction" factor under investigation
in the present study.

Question 5(a)
How did you get into teaching?

What in your background con

tributed to your consideration of teaching?

The various reasons given

by the male primary teachers are presented here:
* - there were many teaching jobs available at the time
I began teaching; the job market was good

NOTE: Throughout this chapter (*) indicates high-frequency
responses (i.e., occured in at least half of the interviews).
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* - members of my family (father, mother, sister, brother,
wife) were teachers
* - enjoys being with children
- it's a way of expressing a philosophy through a way
of life
- there aren't many men in elementary education
- I stutter badly, except when working with children
- wife teaches elementary school
- wanted to coach young children; interest in children's
sports
- I've always valued education highly
- desire to motivate people
- enjoys sharing learning experiences with others
- high school counselor suggested that I would enjoy
teaching
- participated in summer recreation programs for children
during high school
- it was a life long dream to become a teacher
- four of my sisters had gone into teaching
- the fact that very few children ever come in contact
with a male teacher until they're older
Discussion.

Although a variety of reasons for entering the

teaching profession were expressed, over half of the respondents men
tioned the appeal of the job market, their interest in and enjoyment
of children, and that other members of their immediate family were
teachers.

Furthermore, these men valued education highly and many

reported having pleasant learning experiences themselves in the
early years of their education.

Question 5(b)
Kow did you decide to become professionally involved with young
children?
The reasons given by the respondents are presented here;
* - I grew tired of teaching older kids; I wanted a
change of pace
- in raising a child by myself, I began to realize that
I enjoyed younger children more than older ones
- younger children are more individualistic; therefore,
you have a greater opportunity to work with different
types of people
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- there was an opening in ray school at. the primary level
* - primary children are more enthusiastic learners than
intermediate, children
- primary grades usually have, less pupils than the inter
mediate grades
* - felt that males are needed at this level
- enjoys the primary-level curriculum better than the
intermediate-level curriculum
- enjoys having a self-contained classroom
- likes teaching all different subjects; there is more
variety
* - had young children of my own; really like this age group
- had student teaching experience at the primary level,
(I was accidentally placed!)
- there was a primary-level job opening in the same school
where I had student taught
- I relate better to younger children; I'm more at ease,
and they accept me better
- I became frustrated with older children's inability to
read; therefore, I decided I wanted to teach beginning
reading
* - the principal of my school asked me to teach at the
primary level
- prior work experiences with young children during sum
mer jobs led me to know I wanted to teach only at the
primary level
Discussion.

The high-frequency responses elicited from this

question indicate these teachers experience an intense interest in the
education and welfare of young children.

Furthermore, many of these

teachers became involved in teaching at the primary level at the
request of the school administration.

This is to say that in many

cases, teaching primary-aged children had not appeared to be a realis
tic alternative t.o these men until they received support and encour
agement from their principals.

In effect, since the time these men

became teachers, it has become "O.K." (in some instances) for a male
to teach primary children„
Question 6
Are you now, or have you been in the past, involved in partici
pating in an in-service training program at your school?
is its focus?

If so, what
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In every case, the respondents indicated they had previously been
involved in in-service training programs at their schools.

The various

types of programs identified by the teachers were:
* - staff development
* - human relations
- computer workshop
* - communication, e.g., games people play, listening skills
- creative dramatics, role playing
- parent-teacher relationships
* - racism, minority studies
* - cultural pluralism
- reading, language arts
- math, e.g., use of the metric system
- sexism in children's literature
- values clarification
- testing and evaluation procedures
- childhood development
teaches effectiveness training
- mainstreaming exceptional children in the regular class
Discussion.

It is interesting to note the variety of types of

in-service training reported by the participants.

However, it is

striking to note the apparent lack of programs dealing with sexism
in American society.

In addition, no respondent indicated that a

program for raising male awareness, or sensxtivity had been available.
The evidence reported in this question xjould suggest that there has
been no formal attempt made to understand the male culture better,
or to establish any type of support system for male primary teachers.

Question 17
Why do you think there are so few male, primary teachers?
The following is a summary of the responses given:
* - societal stereotyping doesn't legitimate men teaching
young children; it's contrary to the typical masculine
image
* - men in college teaching training programs are directed
towards teaching in the intermediate grades
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- most men naturally assume they will teach older children
* - traditional low pay for elementary teachers
* - many men are not prepared to work with young children,
i.e., they are not able to nurture
- many people think it's best to carry over the mother's
image from the home
* - men fear the attitude of other adults; they are afraid
of being "put-down"
* - the job requires working with immature individuals who
require much patience and guidance, i.e., young children
require more individual attention
- the job is more nerve-racking
- the primary curriculum, especially beginning reading, is
more difficult to teach than the curriculum of the inter
mediate level
* - men who teach young children have been considered
effeminate, or homosexual
* - the American public views primary teaching as a woman's
profession; some view the job as "babysitting"
- the job is more emotionally demanding
-- many men feel inadequate for the job as they haven't had
close experiences with yo m g children
Discussion.

The male primary teachers were highly self-reflective

in their responses to this question.

They were keenly aware of subtle

and direct pressures which result from societal stereotyping.

A look

at the high-frequency responses indicates a strong sense of the pres
sures which serve to discourage men from considering jobs in primary
teaching.

The majority of respondents indicated that in order to with

stand these pressures, the male primary teacher must be a "special"
person with unique qualities (such as ego strength, internal reinforce
ments) .

Question 18
Have you known other male primary teachers who have quit teach
ing?

If so, why do you think they quit?
Twelve respondents, or 60 per cent of the population interviewed,

did not know of any men who had quit primary teaching.
remaining eight respondents knew of

.'..y one such case.

Typically, the
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The reasons cited for those who quit were:
-

didn't like young children
didn't enjoy the primary curriculum
personality conflict with principal and other teachers
it was too emotionally demanding
lack of peer relations; worked with no other men— felt
isolated; had no one with whom he could "talk shop"
- salary was too low; couldn’t make it financially
- inherited a farm from his father
Discussion.
this question.

There were no high-frequency responses given to

Among those respondents who reported having known a

male primary teacher who had quit teaching, the financial hardship of
teaching was mentioned in only one case.

Upon asking the others to

speculate if this had been another reason for quitting, the researcher
found that the perceptions held by the remaining seven respondents
indicated that they felt that the teachers who quit x^ere not doing
as well financially as they had been in teaching.

An underlying per

ception also reported was that the men xvho had quit teaching were not
very good teachers, and probably should not have become teachers in
the first place.

Question 19
Do you plan to continue teaching at the primary level?

Why?

The reasons cited for continuing w ere:
* - enjoyment of primary age children; it's an ego boost
- belief that it's important for young children to be
exposed early to male teachers
* - it's a great job
- belief that primary teaching is "preventive" education
The reasons cited for not continuing, or of being uncertain were
- need for change of pace, new experiences
- pursue "alternative” life style
- enjoy teaching intermediate grade level, i.e., older
children
- need for higher salary
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Discussion.

Of the twenty men interviewed, fourteen respondents,

or 70 per cent of the population, indicated that they intended to con
tinue teaching at the primary level and making that their career.
respondents

Three

(15 per cent) indicated that they planned to continue teach

ing but probably at the intermediate grade level.

One of these respon

dents had considered going into school administration.

He was the only

one of the twenty members researched who indicated he might prefer admin
istration to teaching.

Perhaps this fact calls attention to a common

misconception concerning male classroom teachers— that they teach only
long enough to gain experience, then become school administrators.

The

remaining three respondents (15 per cent) indicated they were uncertain
about their continuation of primary teaching.

One of these respondents,

a young single teacher, expressed concern that a teacher’s salary was
inadequate for supporting a family.

The other two man who were unsure

about continuing as primary teachers indicated that if they stayed in
the field of education, that it would be in teaching at the primary
level; but that interests in pursuing "alternative" life styles was
also a possibility.

Section III
Opinions and Attitude-based Data
In the following section, the questions regarding the respon
dents' opinions and attitudes were summarized and discussed.
these questions, the researcher determined:

With

the important problems

encountered by the male primary teachers (Question 7); whether or not
they felt increasing their number would help the education system
(Question 8) ;

their perception of the uniqueness of being male primary

54
teachers (Question 9); and whether or not they felt male primary teach
ers offer any inherently unique teaching characteristic which cannot be
provided by female teachers (Question 20).

Through the opinions and

attitude type of questions, the researcher was able to gather senti
ments concerning support of and recommendations for increasing the
number of male primary teachers.

Question 7
Judging by your own experience, what do you think are two or
three of the most important problems facing the male primary school
teachers today?
Problems identified by the respondents are summarized:
* * * * -

-

* * * -

requires much preparation time
students' parents "hassle" male teacher
must withstand accusations of others
students don't, expect same standards from men as
they do women
need to conform to traditional aspects of masculinity
male teachers are given all discipline problems to
handle
male teacher must fulfill father-image in more cases
than female teachers must fulfill mother-image
lack of status, prestige
no lavatory facilities for male teachers
lack of peer-group companionship; typically there are
no other male primary teachers to talk to
must develop much patience, i.e., a go-slow attitude
to be nurturant requires the male to make more adap
tions than for females, i.e., we're products of our
culture
some students fear associations with men initially
lack of support group
male college students usually have no access to a
model male primary teacher; they tend to think of
their interest in young children as deviant
society labels male primary teachers as "queers"
in all of professional life, male primary teachers
are overwhelmingly outnumbered by females
must overcome feelings of loneliness and selfconsciousness (playing games with children outside)
teaching au the primary level "looks" too feminine.
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- because male primary teachers are uncommon, people are
skeptical
- all physical tasks at school are deferred to male
teachers (e.g., carrying heavy boxes, moving furniture)
Discussion.

The impact of societal sex-role stereotyping upon

the lives of male primary teachers is clearly demonstrated in examining
the high-frequency responses given.

In addition to having to withstand

accusations from others, many teachers reported having to take on extra
responsibilities

(e.g., disciplining other students, substituting for

school's maintenance crew).

Moreover, the most prevalent problem

encountered by these teachers was a feeling of loneliness and isolation
from other male associates.

Implications for increasing the number of

male primary teachers can be extrapolated from identifying these problems.

Question S
Do you think increasing the number of male primary teachers will
help the education system, would not help it, or make no difference?

Why?

Some of the reasons given for helping the education system were:

*
*
*

*

- it would further break down sex-role stereotyping in
our society
- bring a wider variety of people and skills to students
- it could enhance a child's attitudes towards sex-role
identification; it would be healthier for children
- more alternatives would be available in our public
schools
- it would provide a male model for young children from
father-absent homes
- male teachers may continue teaching longer; attrition
would be less in that pregnancy and early mothering
would not be factors
- all young children need more contact with men than is
presently available
- it would stimulate more ideas from the staff; be
healthy for female teachers (i.e., offers another
perspective)
- it gives children the attitude that it's O.K, for a
man to teach young children; maybe it suggests to them
(the students) that they can be anything they want to
be when they're grown
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* - it could provide children with an alternative male
model (i.e., men can be nurturant, men can play chil
dren's games, men can express emotions)
- parents of students frequently express need for more
male primary teachers
- students seem to enjoy che change (from having only
female teachers)
D iscussion.

None of the men interviewed indicated that increas

ing the number of male primary teachers would not help the education
system.
ence.

Two of the respondents indicated that it would make no differ
The reason given, in both cases, was that simply increasing the

quantity of male primary teachers would not necessarily affect the qual
ity of education.

This was a cogent point, and one with which the other

eighteen respondents probably agreed.

They often prefaced their state

ments with phrases such as "all things being equal" (i.e., if the qual
ity of teaching remains the same) then increasing the number of male
primary teachers would help the education system.

From the 90 per cent

who answered affirmatively, it can be seen from the high-frequency
responses that they were critically aware of sexism in American soci
ety, and of the modeling influence primary teachers have upon young
children.

This question provided the most forceful statements from

the respondents indicating their support for increasing the number of
male primary teachers.

Question 9
To what extent do you think that it is unique for a male to
teach at the primary level?
The statements made by the respondents are summarized:
* - it's not common, or typical at all
- principals would jump at the chance to hire more
male primary teachers
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*
*

*

*

*

*

-- there are very few male primary teachers because we
are victims of society's stereotyping
- I've never worked with another male teacher at the
primary level
- most children never have a male primary teacher
- currently, men are qualifying towards the inter
mediate grades, even third and fourth grades; but
not towards earlier primary (K-2) grades
- I was usually the only man in most of my college
classes in teacher training
- I don't know of another man who teaches at my grade
level (first grade) in the whole city
- I've always felt like a freak— it's that "unique"
- not only is it. unique for a male to teach at the
primary level, but males are scarce in the total of
the elementary schools (i.e., teachers, principals,
specialists, and consultants are typically female)
- I was prohibited from being assigned student teachers
because they were all female
- I feel that there are many more male third grade
teachers now than a decade ago, but that's not true
for grade levels K-2
- one must view primary teaching as a non-feminine
domain in order to survive
- it's unique because many men can't afford to work for
inadequate salaries
- it's becoming less rare in my school; there is another
male primary teacher now
- I guess we're all considered rather odd characters by
society; it's definitely atypical
- it's unique because it's difficult to get in touch
with one's cvn hang-ups
- as our society changes its attitudes, perhaps more men
will consider primary teaching
- young men in college should see primary teaching as an
opportunity; there's a trend in this direction
- it's gratifying to be doing something different than
what is ordinarily accepted for men
- school boards should become more sensitive to lack of
male primary teachers and try to attract them
- it's not thought of as a "real" profession for a man

Discussion.

Again, a high percentage (85) of the respondents

indicated a keen awareness of the uniqueness (rarity) of male primary
teachers.

The high-frequency responses indicate that the lack of male

primary teachers has been experienced personally by the subjects
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interviewed in the present study.

As a whole, however, there seemed

to be an optimistic attitude expressed throughout responses to this
question.

Upon further probing by the researcher most respondents felt

and expected that there would be an increase in the number of male pri
mary teachers in the future.

Question 20
Do you think a male primary teacher offers any inherently unique
teaching characteristic which could not be realized by female primary
teachers?
A summary of the respondents' s - ^ m e n t s are presented:
- the mere fact that men are unique to this area of
teaching
* - a nurturant male can present an alternative model
to children
* - the ability to provide a "father-figure" to students
- he could help to balance sexist attitudes
- men can serve as contrasts to female teachers
in some cases, the range of men's interests and
experiences would be more varied than those of
"typical" female primary teachers
- some children could relate better to men
Discussion.

Although several respondents mentioned bringing in

more stereotypically "masculine" activities in the classroom (e.g.,
roughhousing with children, sports, carpentry, mechanical games), upon
further probing by the researcher, the majority of respondents indicated
that it was conceivable that female teachers could also carry on these
activities successfully.

In summary, the respondents indicate there

was no unique teaching characteristic presented by males, except that
of providing a male image.
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Section IV
Self-Perception-5ased Data
With these questions, the respondent was asked to evaluate some
thing about himself in relation to others.

The questions enabled the

researcher to determine the extent of approval or disapproval experi
enced by the male primary teachers in terms of:

the students they

taught (Questions 10 and 12) ; the parents of their stxxdents (Question
11); their female colleagues at school (Question 13); their out-of
school male peer group (Question 14); and the school administration
(Question 15).

In addition, an attempt was made to determine how

these men felt about themselves as primary school teachers (Question
16).

In this series of questions, the researcher sought out informa

tion concerning particular problems which emanate from the social
groups listed above.

The influence that social stereotyping has

upon men who continue primary teaching was examined in this section.
This group of questions was felt to be the crux of the interview.

Question 10
(a) In terms of your being a male primary school teacher, to
what extent do you feel approval or disapproval from the students in
your class?
The following are some examples of approval expressed by the
respondents:
* - many children call teacher "Daddy"
- children seem to enjoy physical contact (i.e., they
ask to be lifted up, enjoy stroking beards or moustaches)
- children leave picture and cards on teacher's desk
* - many verbal expressions of approval (e.g., "I like
having you as my teacher")
* - children write affectionate notes to teacher in their
workbooks, or on their assignments
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- children often approach teacher to gain a sense of
security (i.e., warmth, affection)
- children often make positive statements comparing
teacher to father
- children try to be physically close to teacher
(e.g., want to sit next to teacher on bus ride)
The following are some examples of disapproval expressed by the
respondents:
* - the child's first male teacher scares the child
initially, but this fear quickly vanishes
- sometimes children are shy at first
- occasionally a child really has a fear of men
- some students think they could get away with
more if they had a female teacher
Discussion.

In every instance, the respondents indicated they

felt an overwhelming sense of approval from their students.

Several

respondents gave examples of children being timid or disapproving dur
ing the first weutc of school, but they all agreed that this initial
fear wore off very quickly.

It should be noted that instances and

examples of approval from their students came quite easily from the
teachers interviewed.

In every case, the male primary teachers were

confident of their perceptions in this area.

Question 10
(b) Have you noticed any difference between the boys and girls
in their reaction to you?

Can you give some examples?

The following represents a summary of the examples given:
* - basically, there is no difference; it all evens out
- sometimes girls will have a crush on me
- boys approve more because of my involvement with
them in sports
- I probably get a keener sense of approval from girls
* - boys express their approval differently from the
girls, but it's about the same
- I feel I'm closer to the boys
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Discussion.

Seventeen of the twenty respondents indicated that

they felt that boys and girls express their sentiments differently; but
that they experienced similar degrees of positive reactions from both
sexes.

Of the remaining three respondents, two indicated they felt

boys reacted more favorably to them, while the others felt girls
reacted more favorably.

Concrete examples citing any differences

between the re? ctions of boys and girls were difficult to obtain.
Most respondents tended to give generalised impressions.

Question 11
Ir. dealing with the parents of your students

(through parent-

teacher conferences, PTA) do you have a sense of approval or disap
proval from them regarding your being a male primary teacher?

Will

you describe some instances in which parents conveyed their attitudes
towards you?
The following is a summary of the instances cited:
* - several parents each year te.ll me they’re happy their
child has a male teacher; they think it's a good thing
- once parents see that I ’m "normal," they’re very
accepting
- parents have told me that. I handle the students well;
they like my discipline methods
- on one occasion, I had asked to be transferred to
another school (closer to my home); but the parents
got together and encouraged me to stay
- parents have told me I'm the best teacher their child
has had
- in many eases, parents have requested that their child
have a male teacher (especially when there isn’t a
father in the home)
- there are many notes from the parents stating their
approval and gratitude; occasionally, the parents
send gifts
- I feel I can be honest with the parents, and I know
they’re honest with me
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Discussion.

All of the respondents indicated they felt a very

strong sense of approval from the parents of their students.

They did

not feel there was any difference in the amount of approval coming from
parents of male as opposed to female students.

Many of the respondents

felt that when the teacher is doing a good job, the student "sells" the
teacher to the parents.

About one-fourth of the respondents recalled

an instance of disapproval, in which the student (including boys and
girls) was transferred to a classroom with a female teacher.

In these

cases, the transfer occurred at the beginning of the school year, and
the respondents had very little information on probable causes for the
transfer.

These occasional instances of disapproval did not seem to

be frustrating to the teachers.

Question 12
Have you ever had occasion to feel that your students were por
traying parental attitudes and values regarding you as a teacher?
This question proved to be unique to the interview in that no
meaningful responses were elicited from it.
not being able to remember any such occasion.

The typical response was
Initially, the researcher

felt that the difficulty in responding to the question was a matter of
poor wording; that the question was obtuse.

The purpose of this ques

tion was to determine if the students were reflecting their parents'
attitudes or biases concerning the male primary teacher.

It had f r e 

quently been the experience of the researcher in working with young
children (in particular preschool and first grade children) that they
would unabashedly repeat verbatim comments made by their parents which
were not intended to be made public knowledge.

Upon examining the
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failure of this question to elicit substantive information, the
researcher would speculate that by the time a child reaches second
grade, he has become more sophisticated in knowing whether or not to
repeat parental comments.

Another explanation for the question's

failure would be that it indeed called for too much recall on the
part of the teacher.

The researcher was satisfied, however, that

the respondents understood the question.

Several respondents indi

cated there x-;ere occasions when their students reflected their par
ents' value (e.g., as in the 1976 Presidential Election), yet they
could not recall an instance in which they had been the subjects of
children's conversations.

Question 13
Have you had any occasions to sense approval or disapproval
from your female colleagues at school?
The following is a summary of the responses given:
- we have a good working relationship; there is no
rivalry or competition, no tension
- the teachers I work with are very supportive
- they are very cooperative; we share ideas, sugges
tions, and materials
- they're O.K., I guess, but I tend to avoid them
- if there is any sense of isolation, it's because
I isolate myself
- the male teachers in my school go to "baby showers"
- we socialize a lot together out-of-school
- we get along alright, but they often call upon me
to discipline their students
- I really don't feel the other teachers share their
part of responsibility
- they're all afraid to talk to the principal, so they
lean on me as their spokesman in "touchy" areas
- I don't talk to the others very much, but that's my
choice
- the other teachers are very aloof, I don't feel a
sense of very much approval
- the other teachers are polite to me, but I'm not
included in their activities, or conversations
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- the others confide in me and trust me, so I feel a
lot of approval
- I have experienced many personality and professional
conflicts with the other teachers
- I always have to do the "male-type" job, e.g., move
furniture, maintenance work in school
- we plan our teaching activities as a group and have
open lines of communication
- I don't feel I have a lot in common with the other
teachers
- we have a good relationship with each other, but I
prefer to be alone; the others respect this
- the other teachers are very encouraging to me
- the others comment favorably on my different teaching
approaches
- we work very well together; it's especially good to
have another male teaching at the primary level— we
are very close friends
Discussion.
responses given.

In this question there x^ere no high-frequency

A sense of approval, in which cooperation and support

played important parts, was indicated several times, but not by half of
the respondents interviewed.

From the summary statements given, it can

also be seen that there were several instances of feelings of disap
proval noted.

The perceptions of the male primary teachers indicated

that this would seem to be an area to be considered for general improve
ment of in-staff relationships.

Question 14
Hox^ do you feel your out-of-school peer group perceives you?
In this, I'm referring to other male associates, e.g., your neighbors,
friends you see socially, etc.
die folioxtfing is a summary of the respondents' perceptions:
-

they realize I am very unique
they think it's interesting, and are very supportive
they don’t see it as a low-status occupation
they respect me as an individual
they value the fact that I am very needed in the
profession
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- people ask me my professional advice
- I'm subjected to a lot of teasing and jokes, but they
don’t intend to be malicious
- they're enlightened people, and feel very positively
about my work
- they take me seriously
- to most other people, I'm just another teacher; the
fact of the primary level teaching is unnoticed
- many people think I have a really soft job and that I
could make more money doing other things
- they wonder if I'll teach for the rest of my life;
they question if i t ’s a suitable profession
- I don’t feel ostracized by my peer group
- my teaching third grade seems alright to them, but
they would probably raise eyebrows at my teaching
kindergarten, or first grade
- they don’t think of me as being a "sissy"
- occasionally I hear negative comments, such as "how’s
your babysitting job going?"
- none of my friends would switch their jobs for mine
- they are often curious about my job; ask lots of
questions about the students
Discussion.

Again, there were no high-frequency responses given

by the male primary teachers.

It was sensed by the researcher that the

out-of-school peer group is frequently a source of rather minor irrita
tion to the subjects of this study.

Yet the male primary teachers

expressed a sense of humor concerning this area and felt they were
able to cope quite well with occasional teasing, or negative feedback
from their male peers.

Perhaps the more significant finding here is

that the respondents generally reported that the topic of their teach
ing career rarely surfaced in conversations.

Again, this would serve

to identify the apparent lack of having another male with whom these
teachers can "talk shop."

Question 15
Do you think your school administration values the fact that you
are teaching at the primary level?
lead you to believe this?

Can you offer any examples which
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The following is a summary of the responses given:
- there is a very definite feeling of solid support:,
three principals wanted to hire me
- my principal has expressed his desire to have more
male primary teachers on his staff
- the principal has indicated in his teacher evalua
tions that he. particularly values my primary-level
teaching
- the principal went out of her way to hire me
- our principal gives a high level of support to every
faculty member; he's impartial, so there is no extra
support given to me
- I think the principal values me in particular because
he doesn't have to handle all the discipline problems
now
- the principal very definitely values male primary
teachers because it was at his suggestion that I
transferred from fifth grade teaching to third grade
- my principal seems to make a special effort to stop
by my classroom and express his appreciation for the
work I ’m doing
- I think my principal probably brags to others that he
has a male kindergarten teacher at his school
- I can tell that my principal especially values having a
male primary teacher because he always makes certain
that I meet visitors to our school and that they visit
my classroom
- I am very aware that my principal wants me to continue
primary teaching
- My principal speaks to groups of educators and parents
frequently and always emphasizes her belief in having
male primary teachers to provide models of the male
image
- I think my male principal and his office staff try to
give me the feeling of "fitting in"
- the social worker at my school has told me how much she
values young children being exposed to a male primary
teacher
- my principal values me, but perhaps for some of the wrong
reasons (e.g. , he. always calls on me to throw out junior
high students when they enter our school)
- I ’m considered just another staff member by my principal;
there's no indication he values having a male primary
teacher
- although I think my principal values my primary teaching,
I don't believe this is very common yet— I think male
primary teachers need extra support from their principals
- my principal is only aware of me in that I'm just one of
the teachers; I don't think she values male primary
teaching
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Discussion.

There x^ere no high-frequency responses recorded.

However, the respondents' sense of support from the school administra
tion was about evenly divided.

Nearly one-half of the respondents felt

a keen sense of being highly valued; while close to the same number of
respondents reported little or no valuing male primary teaching from
their principals.

The most common response (just short of being at

the high-frequency level) was that the school principals had spe
cifically asked eight members of the population under investigation
to consider transferring from the intermediate level to primary level
teaching.

The result of the findings given in this question indicated

that this should be considered as another social milieu area in which
improved relations is needed between the male primary teachers and
their school administrators.

Question 16
Finally, about yourself.

Do you ever feel constrained to act

in any way which is not authentic to yourself?
The statements given by the respondents are summarized as
follows:
- for the most part I have become very comfortable with
myself and my own sense of "masculine" identity which
is not the traditional definition
* - I think this was a problem I had in my first three or
four years in teaching; but has become much less of a
problem over the past few years
- I think, my investigation into "male ax«7areness" has
enabled me to feel more comfortable about myself,
i.e., although others may not view me as truly mas
culine, I am secure in myself
- I never feel any sense of constraint; I try to be
myself all the time
- I don't change my teaching style just because other
adults visit my classroom
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- I really enjoy being animated in working with young
children; if others think this is "queer," then
that's their problem
- I don't feel anv need or pressure to become more formmal, or rigid; for example, I like to "drive" a

n r v 1 motor

■’

the hall— the ’ ’

«oy it.

- it's a situational thing with me; most
the h m e I
don't feel constrained, but occasionally I do
- the major area cf constrainment for me is the lan
guage difference between the Navy and primary teach
ing! --but this isn’t really a problem
- I think I do tend to become more formal when other
adulis are present
- I ’m probably more inhibited than the female teachers
at my school
- I realize that I become less animated with students
when there are visitors in my classroom
Discussion.

There was one high-frequency response given:

that

initially in their careers, male primary teachers did feel constrained
to act a certain way which is less than authentic to their nature; but
that there was a gradual wearing down of this sense through years of
teaching experience.

It would seem reasonable that through gaining

more teaching experience, one would begin to feel more secure in being
oneself.

However, this is a point which should be considered by all

beginning teachers in order that they would be prepared to feel uncom
fortable, and realize this is a rather natural tendency for beginning
teachers.

Due to the rather long periods of teaching experience

(eleven years) indicative of the population under investigation,
this area of being comfortable, or authentic to oneself was not a
major focus of difficulty for the male primary teachers interviewed.

CHAPTER V

SUMMARY, DISCUSSION, CONCLUSIONS, RECOMMENDATIONS,
AND IMPLICATIONS

In the past generation, there have been rapid and rather over
whelming changes which have transpired
These changes have been multifarious.

within our social macrocosm.
In particular, the definition

of what it is to be a man or woman in contemporary American society
has been reexamined.

Currently, men and women are performing role

functions which are quite different and alien to the functions per
formed by the people of previous generations.

Men are more often

assuming a nurturing role in the family (as contrasted to the tradi
tional narroxtf role of breadwinner for the family), and woman are
making inroads into the professional world previously dominated by
men.

The underlying idea behind these role changes is not to cam

ouflage or to destroy gender identity, but rather to participate
more fully in alternatives which provide opportunities for becoming
unique human beings.
One aspect of this role change affects the career choices
which are becoming more available to both sexes.

An example of such

a choice in careers is the focus of the current study— men having the
opportunity to teach children at the primary level.
Chapter II

As stated in

the opportunity for men to reach at the primary level

has not been generally available previously.
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Although more men
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are teaching in the intermediate grades, there has yet to be any size
able extent of influx of men as primary teachers.

As American society

continues to reexamine its thinking as to which occupations are t jpropriate for each sex, it seems likely that the opportunity for men to
teach at the primary level will become more widely available.
The ultimate goal that would be realized through increasing the
number of male primary teachers is that children would be able to grow,
develop, learn and live in a less-sexist society.

Young children need

a greater amount of exposure to men than is currently available in
order to choose from alternative sex-role models in determining the
characteristics they wish to emulate.
The purpose of this study was to identify and describe the per
ceptions held by male primary school teachers concerning themselves a.nd
their profession.

It was hoped that through an exploratory study of

this nature, a better understanding of the problems facing male pri
mary teachers would emerge.

Once these problems were articulated, the

goal of increasing the number of male primary teachers in public schools
could be addressed more directly through modification of existing social
pressures and standards.
The research was conducted in the cities of Minneapolis and
St. Paul, Minnesota.

The population of male primary teachers in the

two cities was identified (through use of computer print-outs available
based upon the academic school year 1975-76) and combined.

An inter

view questionnaire was constructed from which the data for the present
study was based.

The questionnaire treated four basic types of ques

tions, each logically related to the other.

These were questions of:
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fact, opinion and attitude, information, and self-perception.

An

attempt was made to cluster the. questions on the basis of a logical
relationship in order that the interview have continuity, yet not be
leading in terms of the responses elicited.

The author conducted per

sonal interviews with all twenty members of the population which had
been identified.

The unwieldiness of recording responses to the

unstructured questions used was largely resolved by tape-recording
each interview session and transcribing the results afterwards.
This section briefly reiterated the premise on which the pre
sent study was based, together with the nature of the study and a sum
mary of the procedure.

The next section will summarize and discuss

the results of the study.

Summary of Results and Discussion
The results of the findings extrapolated from the personal
interviews will be reviewed under the four major factors being inves
tigated concerning male primary teachers.
Personal Identity
Job Satisfaction
Recommendations
Problems Created by Others
The following description of the typical male primary teacher
who participated in the present study was derived from the personal
identity and job satisfaction factors under investigation.

The

typical participant was white, married, had tx^o children, and was in
his mid-thirties.

His wife probably held a job out of the home.

He

had been teaching for about eleven years, out of x/nich the last five
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were at the primary level.

He was most typically involved in teaching

children in the second or third grades.

His salary was likely to be

about $16,700 for a nine-month school year.
The author had conversed with many educators during the year
prior to the actual undertaking of the present study concerning their
conceptions of typical characteristics of male primary teachers.

Based

upon these conversations, there were three findings indicated in the
personal identity and job satisfaction areas which contradicted most
persons' image of the male primary teacher.
Perhaps most interestingly, when the author had questioned others
as to why there are so few male primary teachers, the primary reason
cited was the low salaries paid.

It is striking to note that only two

respondents voluntarily mentioned low salaries as a problem.

Conversely,

several respondents voluntarily indicated that they felt their salaries
were adequate.

HoX'/ever, as the interview concluded, the author ques

tioned the participants more directly as to their satisfaction with
their salary.

Most respondents agreed they could be even more comfort

able with a higher income!

This writer would speculate that this desire

of "earning more" is typical of people in all professions; indeed, it is
even typical of Human Nature.

The gist of this discussion is that when

people are not questioned directly about their desire to earn a higher
income, the interviewer obtains a more accurate indication of the degree
of comfort people, have with their salaries.
The other two findings which contradicted the typical images
people have pertaining to male primary teachers are inextricably
related.

It was typically believed that these teachers were young
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(products of the late 60's, early 7 0 ’s), and rather transient profes
sionally (that is, they taught at primary level for about two years,
then quit teaching, or went to graduate school to become school admin
istrators).

The findings of the study revealed a much older person,

and more stable professionally.
The typical respondent was in fact approaching mid-career in
the teaching profession,

In addition, he was not a novice in teaching

at the primary level; nor did he aspire to an administrative, position.
Moreover, a high degree of professional stability was indicated by the
fact that 70 per cent of the respondents planned to continue a teach
ing career at the primary level.

It must also be noted that the over

whelming majority of the respondents gave as their primary reason for
continuing to teach at the primary level their enjoyment of being
involved with young children.
Concerning the male primary teachers’ support of and recommenda
tions for increasing their number, the following findings were revealed
In the study.

At least 90 per cent of the respondents felt that increas

ing the number of male primary teachers would help the education system.
It is significant to note that the most prevalent problem encountered by
these teachers was a feeling of loneliness and isolation due to absence
of other male associates.

In addition, it was found that the respondents

were keenly aware of the uniqueness of being a male primary teacher.

A

general tone of optimism was noted concerning the increase in number of
male primary teachers.

The respondents felt that as American society

becomes more aware of its sexist attitudes concerning "appropriate"
occupations for men and women, change can be effected whereby more
males would be able to consider primary teaching as a "real" career.

The problems encountered by male primary teachers which were
created by various groups within their social milieu was the final area
investigation in the present study.
direct consideration were:

The social groups which received

the students of the teachers; the parents

of these students; the female colleagues of these teachers; the
teacher's male peer group; the school administrators; and the male
primary teachers themselves.

The findings revealed the greatest

extent of support and security came from the students of the teach
ers, the parents of the students, the teachers' male peer group, and
from within the teachers themselves
teaching experience).

(at least after a few years of

Typically, the majority of problems encoun

tered (that is to say a lack, of sense of support, or encouragement)
emanated from the female colleagues of these teachers, and from their
school administrators.

It should be noted that the problems which

came from school administrators were not as pervasive, nor of the
magnitude as those reported as emanating from the female colleagues.

Conclusions
The major conclusions emerging from the findings reported in
this exploratory study, based upon a research population of 20 primary
male teachers, were the following:
1.

Although there are relatively few man currently teaching at

the primary level, those who do are older and quite stable professionally.
2.

The male primary teacher is very content with his career, and

expects to continue teaching at the primary level.
3.

Very few male primary teachers are interested in becoming

school administrators.
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4.

The male primary teacher generally feels his salary is

adequate.
5.

The vast majority of male primary teachers think that

increasing their number would help the education system, in that chil
dren could benefit from expanded sex-role definitions.
6.

One means of increasing the number of male primary teachers

would be for the university teacher-education programs to become more
sensitive to the needs of male undergraduates and encourage more men
to consider primary-level teaching.
7.

The major problem encountered by male primary teachers is

their sense of loneliness and isolation coming from the absence of
male associates,
8.

Male primary teachers are keenly aware of their uniqueness

in being members of a profession, typically reserved for females.
9.

Male primary teachers receive the greatest extent of

approval from their students, the students' parents, their peer
group, and frw
10.

"hemselves.
Tne least amount of approval emanated from female col

leagues of the male primary teachers, and from their school admin
istrators.

Recommendations
Based upon the conclusions of this study three recommendations
are submitted that deal with affecting the milieu of the currently
practicing male primary teacher, and three recommendations are sub
mitted concerning the milieu of the. future male primary teacher.
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For male primary teachers currently teaching, there exists a
need for a more effective support system.

This support system could

involve any, or all of the following recommendations:
1.

That elementary school principals develop more awareness

of the needs of male primary teachers in order to better understand
the unique problems experienced by these teachers.

For example,

principals should realize the pressures felt by such teachers; that
they are sometimes made to feel deviant rather than unique.
2.

That the female colleague of the male primary teacher

becomes more aware of her patterns of dependence which are perhaps
unconsciously practiced.
3.

That a facilitator bring male primary teachers together,

enabling them to get to know each other and "talk shop" with their
peers.
For male primary teachers of the future, university teacher
training programs should effect a better functioning support system
for the male undergraduates.

This support system could involve any,

or all of the following recommendations:
1.

That an informally structured form be established in which

students and instructors could reexamine some of their basic assump
tions concerning the grade levels at which men may consider teaching.
2.

That it be insured that all male elementary-major under

graduates have at least some field experience working with children
at the primary level.
3.

That an on-going seminar be established in which under

graduates explore alternative models of masculinity.

This would
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hopefully effect consciousness raising in order that male primary
teachers would be more secure about themselves as they begin their
teaching careers.

Implications for Further Study
Much more study is needed which focuses upon male primary
teachers as differentiated from male elementary teachers.

It is this

writer’s opinion that males who teach at the primary level are
affected by quite different circumstances than those who teach at
the intermediate level.

Thus, it appears illogical to combine the

distinct populations for purposes of research.

It should be remem

bered that when an investigation does combine the two groups, the
results will be based

u -k .».

data extracted which numerically favors

the intermediate-level teachers by a margin of about 15:1.

Thus

generalizability to male primary teachers in highly distorted.
Also, more study is needed which would give information con
cerning the differential effects upon students between male and female
primary teachers.

At this point, the value of the male primary teach

er’s contribution as an alternative role model is tentative at best.
More documentation of this unique contribution is required.
Another area of scrutiny from educational researchers which
should receive attention concerns the relationship between fathering
and teaching.

Literature on fathering is beginning to become more

abundant, yet the possible implications from these studies in terms
of male primary teaching is typically not taken into account.
It would also seem valuable in the near future to replicate
Thurman's

(1959) nationally based research concerning the status of
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male primary teachers.

It should be remembered that the scope of the

present study was limited to one geographical area.

While this area

would appear to reflect national norms (refer to demographic data of
the present study compared to national data available, Chapter III),
it would be highly desirable to compare the findings of the present
study to data gained from a national population sample of male pri
mary teachers.
desirable.

In essence, more definitive research would be highly

APPENDIX A

INTERVIEW QUESTIONNAIRE
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INTERVIEW QUESTIONNAIRE

In the first part of this interview, I would like to obtain some general
information about your background in teaching.
1.

(a) In college, were you an elementary educat on major?
(b) If not, what was your major in college?

2.

How long have you been teaching?

3.

Has this been continuous/full-time service?

4.

How long have, you taught at the primary level?

5.

(a) How did you get into teaching? What in you: background contrib
uted to your consideration of teaching?

Which grade(s)?

(b) How did you decide to become professionally involved with young
children?

6.

Are you now, or have you been in the past, invol -ed in participating
in an in-service training program at your schco]
If so, what is its focus?

(methods, human relations, etc.)

7.

Judging by your own experience, what do you think are two or three
of the most important problems facing male primary school teachers
today?

8.

Do you think increasing the number of male primary teachers will
help the education system, would not help it, or make no differ
ence? Why

9.

To what extent do you think that it is unique for a male to teach
at the primary level?

In the following section of this interview, I'm interested in deter
mining the extent of approval or disapproval you feel from several
groups of people with whom you have contact.
In discussing each of
these groups, I would appreciate your describing specific instances
whenever possible.
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10.

(a) In terms of your being a male primary school teacher, to what
extent do you feel approval or disapproval from the students
in your class?
(Probe for examples)

(b) Have you noticed any difference between the boys and girls in
their reaction to you? Can you give some examples?
11.

In dealing with the parents of your students (through parentteacher conferences, PTA, etc.) do you have a sense of approval
or disapproval from them regarding your being a male primary
teacher? Will you describe some instances in which the parents
conveyed their attitudes towards you?

12.

Have you ever had occasion to feel that your students were portray
ing parental attitudes and values regarding you as teacher?

13.

Have you had any occasions to sense approval or disapproval from
your female colleagues at school?
(e.g., are you include in
social activities, informal "rap" sessions, etc.)

14.

How do you feel your out-of-school peer group perceives you? In
this, I ’m referring to other male associates, e.g., your neighbors,
friends you see socially, etc.

15.

Do you think your school administration values the fact that you're
teaching at the primary level? Gan you offer any examples which
lead you to believe this?

16.

Finally, about yourself.
Do you ever feel constrained to act in
any way which is not authentic to yourself?

Conclusion..
17.

Why do you think there are so few male primary teachers?

18.

Have you known other male primary teachers who have quit teaching?
If so, why do you think they quit?

19.

Do you plan to continue teaching at the primary level?
not, what do you plan to do?)

Why?

(If

In concluding this section of the interview, I'm asking this question
which may or may not summarize your feeling about teaching at the
primary level.
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20-

Do you think a male primary school teacher offers any inherently
unique teaching characteristic which could not be realized by
female primary teachers?

In order to make the information you have given me in this interview
more valuable, I would like to take another minute to gather some
biographical information about you.
21.

On your last birthday, how old were you?

22.

What is your marital status; how long?

23.

How many children do you have?

24.

Is your wife employed?

What is her job?

APFENDIX B

RAPHIC STATISTICS
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TABLE 2
TEACHERS IN PUBLIC ELEMENTARY SCHOOLS AND PERCENTAGE OF MEM TEACHERS

Total

Men

Women

Percentage
of Men
Teachers

1939-49

575,200

67,140

508,060

11.7

1949-50

589,578

52,925

536,653

9.0

1951-52

619,804

77,627

542,177

12.5

1953-54

657,520

80,251

577,269

12.2

1955-56

722,890

92,140

630,750

12.7

1957-58

778,324

59,846

678,478

12.8

1959-60

833,772

117,616

716,156

14.1

1961-62

877,307

127,177

750,130

14.5

1963-64

906,606

131,470

775,136

14.5

1965-66

974,098

148,473

825,625

15.2

1967-68

1,039,282

151,651

887,631

14.6

1969-70

1,126,467

176,124

950,343

15.6

1971-72

1,123,879*

177,105*

946,774*

15.5*

1972-73

1,142,938*

186,973*

955,965*

16.4*

1973-74

1,133,703*

186,852*

946,851*

16,5*

Year

SOURCE:
1939-40 through 1969-70— Office of Education, U.S.
Department of Health, Education, and Welfare.
1971-72, 1972-73, and
1973-74— Estimates of NEA Research (marked with asterisk). Figures
for the years before 1959-60 do not include Alaska and Hawaii.

TABLE 3

SELECTED CHARACTERISTICS OF PUBLIC SCHOOL TEACHERS, BY LEVEL AND BY SEX:
UNITED STATES, 1970-71
All Teachers
2

Item
1
Highest degree held:
No 4-year degree
Bachelor's degree
Master's degree or 6 years
Doctor's degree

percent
percent
percent
percent

Median years of teaching experience
hours
Length of required school week
Average number of hours per week devoted to
teaching duties
Average number of days of classroom teaching
in school year 1970-71

Elementary
3

Secondary
4

lien
5

Women
6

3.4
77.4
19.0
0.3

2.9
69.6
27.1
0.4

4.6
74.5
20.9
—

1.1
64.2
33.9
0.8

2.1
54.8
42.6
0.6

S
36.5

8
36.3

7
36.8

—

46.9

45.8

48.1

47.6

46.5

181

181

181

—

—

Average annual salary as classroom teacher..dollars $9,261
38
Average age
percent
100
percent
Sex
Marital status:
—
Married
percent
Single
—
percent
—
Widowed, separated, divorced
percent

$9,092
39
——
—
—
—

NOTE. Data are based on reports received from a sample of 1,533 teachers.
percents may not add to 100.0.

8

8
—

$9,449
36

$9,854
36
34.2

$8,953
39
65.7

—
—
—

27.9
5.2
1.1

44.0
14.2
7.5

Because of rounding,

SOURCE: National Education Association, Research Division, Research Report 1972-R3, Status of the
American Public-School Teacher, 1970-71.
(Copyright © 1972 by the National Education Association.
All
rights reserved.)
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TA3LE 4
NUMBER AND PERCENTAGE OF MALE AND FEMALE ELEMENTARY SCHOOL TEACHERS
IN MINNEAPOLIS AND ST. PAUL, MINNESOTA (1975-1976 ACADEMIC YEAR)

Male
Number
Percentage

Female
Number
Percentage

Total

Minneapolis
K-6
K-3

165
12

17.0
7.0

804

83.0

969
1.0

St. Paul
K-6
K-3

121
8

15.5
7.0

659

84.5

780
1.0

Total
K-6
K-3

286
20

16.0
7.0

1463

84.0

1749
1.0
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